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ABSTRACT 
This study investigates the impact of school governing bodies (SGBs) empowerment on 
school governance in King William’s Town. The study focuses on SGBs challenges and 
plights, highlights the effects of their lack of empowerment and suggests the review of the 
election criteria used to elect SGBs who have the potential to be empowered. 
Furthermore, it explores the elements and methods of empowerment that can be utilised 
to empower SGBs and examines the difficulties SGBs experience in accounting for 
finances and formulating and implementing policies. The researcher makes 
recommendations on the empowerment of SGBs based on the findings of the study. It 
was necessary to review literature on empowerment and school governance to attain the 
research goals.  
Conflicts and the mismanagement of finances indicate a noticeable gap between South 
African Schools Act policy intention and policy practice. The majority of SGBs, particularly 
the parent component in rural and semi-urban areas, have low levels of education. As a 
result, it is difficult to empower members because they have little or no basic knowledge, 
skills and expertise with regard to school governance. The manner in which SGBs 
function and carry out their duties, roles and responsibilities indicates that SGBs received 
inadequate training. SGBs lack awareness of the regulations governing the appointment 
of educators, hence a number of disputes arise. The increasing number of disputes (both 
formal and informal) in respect of appointments and promotions results from 
misinterpretations of or variations in legislation governing appointments in schools as well 
as the competency or capacity of SGBs.  
To investigate this problem, interviews were used as the research instrument to gather 
data from eight participants from selected schools. The main finding is that the majority 
of the SGBs studied are incapable of being empowered due to low illiteracy levels of some 
members. Low levels of or no education, a lack of basic knowledge and skills and other 
factors, such as a lack of educational insight and the inaccessibility of information and 
resources due to the use of English as the medium in which SGBs are serviced, 
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compound the problem. The quality of the empowerment workshops, which are 'one size 
fits all', have a marked effect on their efficiency. 
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CHAPTER 1  
GENERAL INTRODUCTION 
1.1 INTRODUCTION 
The ushering in of school governing bodies (SGBs) in South Africa in 1996 provided 
communities with numerous opportunities to play significant roles in institutions of 
learning and school governance in particular. The participation of communities in schools 
through representation aims to confirm that schools provide high quality education to 
learners. School governance is a legal responsibility that requires SGBs to have basic 
knowledge and skills as well as a certain level of education to ensure that SGBs fulfil their 
legal duties. The SGBs are obliged to perform its duties effectively and efficiently as a 
legal structure representing the school. Nevertheless, there is uncertainty whether SGBs 
have been adequately empowered to implement the South African Schools Act, 1996 (Act 
84 of 1996) (SASA) mandate.  
1.2 BACKGROUND AND RATIONALE OF THE STUDY 
The establishment of SGBs in South Africa has been relatively successful in the sense 
that the overwhelming number of public schools, if not all, in the country has elected 
properly constituted SGBs. Decentralisation of power has been achieved through South 
African Schools Act (SASA), and the National Department of Education has devolved 
power, authority and accountability to SGBs. Decentralisation, as McGinn and Welsh 
(1999:30) explain, is about shifting power from some decision makers to others. 
According to Motala and Pampallis (2001:21), the National Education Department 
decentralised power to: 
 Increase democratic control by allowing community participation in educational 
decision-making; 
 Increase the political legitimacy of the government by giving rights to previously-
excluded groups to participate in running their schools; 
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 Ensure that local conflict remains local as much as possible (and to create a buffer 
between government and specific social conflicts and so to depoliticise them to 
some extent); 
 Increase the range of options available to students by creating greater diversity 
among schools; 
 Reduce hostility to national governments and their policies; and 
 Use resources more efficiently. 
This study focuses on the empowerment of governing bodies in the King William’s Town 
Education District. An education district is the geographic area within a province that has 
been demarcated by the Member of the Executive Council (MEC) for Education of the 
province for purposes of effective education management and service delivery (Republic 
of South Africa (RSA), 2012:11). An education district is also an administrative sub-unit 
of the Provincial Education Department (RSA, Policy on Learner Attendance, 2010:3). 
The King William’s Town Education District is divided into 19 circuits, and a circuit 
manager heads each circuit. Each circuit consists of roughly 25 schools, and there are 
439 schools in this district. SASA, which attempts to shape the principles of access, 
redress equity and democratic governance outlined in the first White Paper on Education 
and Training is fundamental to the transformation of school governance in post-apartheid 
South Africa. Section 16 of SASA (1996:27) gives formal effect to a participative form of 
democracy by redistributing power to local SGBs with the removal of centralised control 
over certain aspects of educational decision-making and the establishment of co-
operative governance between education authorities and the school community. 
Sections 12 and 46 of SASA replaced the multiple school models of the various apartheid 
education departments with two legally recognised categories of schools, namely public 
schools and independent (private) schools. This study focuses on public schools. Section 
2 of SASA describes a public school as an ordinary public school or a public school for 
learners with special needs. A public school is maintained largely through the funds made 
available by the MEC for Education in a province and is under the control of the Provincial 
Department of Education (Sayed and Carrim, 1997:4). More importantly, SASA provides 
for a significant decentralisation of power to the institutional (i.e. school) level through the 
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establishment of SGBs at all public schools and gives these bodies considerable powers. 
In terms of section 23(f) of SASA, each public school should establish an SGB whose 
size depends on learner enrolment at the school. Section 23(1)(2a-d) states that these 
SGBs must be composed of the school principal and elected representatives that include 
parents, teachers, non-teaching staff and (in secondary schools) learners. SGBs may 
also co-opt non-voting members with expertise to assist them in executing their tasks. 
However, parent representatives must make up the majority of members. A school with 
160 learners will have six SGB members of which two can be elected educator governors, 
and four elected parent governors. 
Potgieter, Visser, Van der Bank, Mothata and Squelch (1997:11) regard school 
governance as an “act of determining policy and rules by which a school is to be organised 
and controlled”. It includes ensuring that such rules and policies are carried out effectively 
in terms of the law and the school budget. According to Mothata, Lemmer, Mda and 
Pretorius, (2000:152), the term SGB refers to a democratically elected body charged with 
the governance of a public school. Thus, the SGB is the mouthpiece of learners' parents, 
educators, learners and non-educators affiliated with the school on all matters other than 
those relating to professional, administrative and managerial issues.  
According to Section 20(1)(a) of SASA, one of the functions of all SGBs is to promote the 
best interests of the school and strive to ensure its development through the provision of 
quality education for all learners at the school. Moate (1996:30) advises that the structure 
of the governing body should be such that it creates an environment conducive to all 
learners achieving their potential. It is against this background that the election process 
of the SGB should emphasise the need for election candidates having particular 
knowledge and skills to develop SGBs further. This is a vital aspect of the SGB election 
process, as the composition and characteristics of the SGB not only determine its nature 
and scope of influence, but also its effectiveness and efficiency (Moate, 1996:29). Since 
the inception of school governance in 1996, these bodies have faced a plethora of 
challenges. SGBs have the potential to change the seemingly insurmountable challenges 
experienced in the education sector today. Considering that more than a decade has 
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passed since the enactment of SASA, it seems that efforts to implement effective school 
governance fall far short of their intended outcomes (Heystek, 2004:308-332).  
Mathonsi (2001:20a) argues that while policy requires that SGBs and school managers 
work in democratic and participatory ways to build relationships to ensure efficient and 
effective delivery of educational goals, the translation of these policies into practice 
remains a mammoth challenge because poor communities tend to lack access, 
resources, information and knowledge. The Department of Education (DoE) (2003:7) 
confirms that many schools in socio-economically disadvantaged areas depend on the 
management styles of school managers and the commitment of educators to improve the 
quality of education because SGBs fail to navigate their way through the complex laws 
and regulations that define the field of governance. The rationale for the establishment of 
SGBs was to address the inequalities of a divided education system. In principle, these 
provisions were intended to establish a democratic power-sharing and co-operative 
partnership among the state, parents and educators (Karlsson, 2002:37). Creese and 
Earley (2002:8) add that the framework for governing bodies and effective school 
governance points to six features for effectiveness: working as a team; good relationships 
with principals; effective time management and delegation; effective meetings; 
knowledge of the school; and training and development of school governors. It is clear, 
therefore, that in order for the SGBs to fulfil their obligations, they need to be empowered 
1.3 LITERATURE REVIEW 
Mabasa and Themane (2002:114) note that although SGBs are duly constituted in 
accordance with policy stipulations, grandparents often represent parents who work far 
away from their homes. The representation by grandparents may be problematic because 
their views may not necessarily be identical to those of the actual parents. Grandparents 
have little or no knowledge of new trends in education; as a result, serious problems 
regarding the implementation of education policies that aim to address inherent 
inequalities in the education system and the governance of schools in particular can be a 
contributing factor to the widespread dysfunction in schools. Marishane (1999:59) 
maintains that the training of SGBs should be a priority for their successful functioning. 
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Thus, section 19(1)(a)(b) of SASA stipulates that it is the state’s responsibility, in 
partnership with other stakeholders, to develop the capacities of SGBs to ensure that they 
perform their duties and responsibilities effectively and efficiently. Adams and Waghid 
(2003:2) suggest that training for school governors must be twofold. There should be 
introductory training for newly elected governing body members every three years to 
enable them to perform their functions, as well as continuous training for senior governing 
body members to promote the effective performance of their functions or to enable them 
to assume additional functions. Joubert’s study of public school SGBs (2006:7) found that 
the community is not highly involved in these bodies because parents do not understand 
their roles as SGB members and receive limited training. This can strain the relationship 
between principals and community members.  
The capacity to govern is fundamental for SGBs to overcome the challenges they face. 
Tsotetsi,  Van Wyk, and Lemmer, (2008:385) indicate that the Provincial Departments of 
Education established functional units at head offices and district levels to train SGBs to 
fulfil the SASA mandate. However, the actual enactment of these roles is often less than 
ideal, and Tsotetsi et al. further note that the very essence and effectiveness of the 
training that school governors receive is often questionable. Mabasa and Themane 
(2002:112) highlight that, among other training constraints, SGB members are not trained 
before they start their work. This manifests in problems such as unfamiliarity with meeting 
procedures, problems with the specialist language used in meetings, difficulties in 
managing large volumes of paper, not knowing how to make a contribution, not knowing 
appropriate legislation, feeling intimidated by the presence of other members who seem 
knowledgeable and perceiving their roles as simply endorsing what others have already 
decided upon. This is implies a lack of quality in the training workshops provided for SGB 
members. 
Mestry (2004:126) highlights an important challenge to SGBs, namely, lack of the 
necessary knowledge and skills for financial management and, consequently, the inability 
to establish practical solutions to practical problems. In this regard, Maile (2002:239) 
contends that illiteracy in SBG members, especially parent governors, may contribute to 
their own inefficiency and that this is possibly because illiteracy precludes parents from 
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accessing relevant information. To this end and in relation to the problem of illiteracy, Van 
Wyk (2000:50) points out that many SGB members, particularly those in less advantaged 
areas, do not have the required skills and experience to exercise their powers. 
Attempts to build the capacity of school governors continue to be made. At the district 
level, there are officials tasked with school development and support, which includes 
school governance support. Regardless of the level of effectiveness of such capacity-
building initiatives, SGBs continue to experience governance challenges. This research 
supports the view of Xaba (2004:211) that several factors, such as the quality and 
inadequacy of training, literacy levels of governors and the language used in workshops 
and materials, affect the functional ability of SGB members and are responsible for SGBs' 
failure to govern schools effectively and execute their roles and responsibilities as 
prescribed by SASA. 
Another governance challenge is that of allegiance to constituencies. Xaba (2004:313-
316) indicates that educator-members of SGBs see themselves as watchdogs whose role 
is that of fighting for educators’ issues. Xaba further argues that SGB members’ roles are 
complicated by the method with which they gain membership to the SGBs, that is, through 
a constituency support base. This suggests that educators serve their own interests and 
those of their constituencies, which makes it difficult to promote the best interests of the 
school. 
SGBs face several additional challenges. The education districts lack effective 
accountability systems that hold the structures discussed above answerable for their 
actions. In addition, section 29 of the Constitution of the Republic of South Africa, 1996 
gives all South Africans the right to basic education. It also gives them the right to further 
education. Although the Act implicitly acknowledges that the state's resources are not 
immediately sufficient to provide this, it declares that the state must make further 
education progressively available and accessible. Furthermore, Joubert (2006:13-14) 
refers to the issue of language competency and notes that parents' lack of communication 
in other languages can make them dependent on principals for instructions.  
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1.4 RESEARCH PROBLEM  
According to section 19 of SASA, the Provincial Department of Education is obligated to 
provide training for governing bodies. Moreover, the head of the Provincial Department 
of Education must establish a programme to provide introductory training for newly 
elected governing bodies to enable them to perform their functions, and provide 
continuing training to governing bodies to promote the effective performance of their 
functions or to enable them to assume additional functions. 
According to Joubert (2006:14), the government recognises that many SGB members, 
particularly those in the rural and less advantaged urban areas, do not have the required 
skills and experience to exercise their new powers and may have difficulty fulfilling their 
functions. This can possibly be attributed to irrelevant and inadequate training of SGB 
members, which does not effectively address the core functions of school governance. 
Similarly, understaffing and lack of support and monitoring at school level by SGB 
coordinators after training is another shortcoming. The SGB members' lack of the 
knowledge and skills needed to understand departmental policies and financial 
management further contribute to the problem. Given this state of affairs, the research 
question is how can SGBs be empowered to ensure that they fulfil the SASA mandate 
and functions appropriately? 
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1.5 RESEARCH OBJECTIVES 
The objectives of this study are to:  
 Identify the challenges SGBs face; 
 Highlight the effects of SGBs' lack of capacity; 
 Determine methods of empowerment that can be utilised to empower SGBs; and 
 Make recommendations based on findings of the research on the empowerment 
of SGBs. 
1.6 SIGNIFICANCE OF THE STUDY 
The study identifies and addresses the empowerment of SGBs. SGB members need to 
be trained after they have been elected and before the commencement of their functions 
for them to have an impact on teaching and learning standards. The recommendations of 
the study, if implemented, could improve empowerment quality and support the 
enhancement of the capacity of SGBs to fulfil their mandate and assist in the development 
of functional schools. There is a fine line between the roles and responsibilities of school 
management teams (SMTs) and SGBs. Therefore, basic knowledge and skills, and 
acceptable literacy levels should be made a requirement for election or be included in the 
election criteria. 
1.7 DELIMITATION OF THE STUDY 
Calitz and Beckman (1994:7) define delimitation as the continuous narrowing and precise 
definition of the field of study so that the field becomes specific through the process of 
particularisation. This research focuses on the empowerment of two-selected public 
school SGBs from previously disadvantaged rural, township (semi-urban) schools, and 
the district office in the King Williams Town Education District.  
1.8 RESEARCH METHODOLOGY  
In social sciences, there are two research methodologies, namely qualitative and 
quantitative research approaches. According to Strauss and Corbin (1990:17), qualitative 
approaches to research can be broadly described as methods that produce findings not 
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arrived at by statistical procedures. The validity of this type of research depends on the 
choice of the methods used to collect data. Bryman (1995:3) states that qualitative 
research is valuable because it allows its practitioners to get closer to the people they are 
investigating, and it is less inclined to impose inappropriate conceptual frameworks on 
them. A qualitative approach was used in this study. 
Merriam (2002:21) refers to qualitative research as a mix of rich, thick description and 
interpretation that Brynard and Hanekom (1997:29) describe as producing descriptive 
data possibly in people’s own written or spoken words. Generally speaking, qualitative 
research is used to “answer questions about the complex nature of a phenomenon, often 
with the purpose of describing and understanding the phenomenon from the participants’ 
point of view” (Leedy & Ormrod, 2001:101). MacMillan and Schumacher (1993:382) add 
to this broad definition of the qualitative method as depending more on the “…information-
richness of the cases and the analytical capabilities of the researcher than on the sample 
size”. Similarly, according to Cohen et al. (2002:73), it is the purposes of the research 
that determines the methodology and design of the research. It is in light of this that a 
qualitative approach was used to explore possible ways of empowering SGB members in 
preparing them for the fulfilment of their functions.  
1.9 RESEARCH DESIGN 
Barbie and Mouton (2001:75) defines a research design as the roadmap or blueprint 
according to which one intends to conduct a research project and achieve research goals 
and objectives. This implies that the manner in which research will be conducted should 
be described in detail. A research design serves as a guide to a researcher in collecting, 
analysing and interpreting data. It describes the procedures for conducting the study, 
including when and from whom and under what conditions the data will be obtained. 
According to MacMillan and Schumacher (1993:31), the purpose of a research design is 
to provide the most valid and accurate answers possible to the research questions. 
Mothata et al. (2000:23) define a case study as a qualitative detailed examination of one 
setting, one subject, one single depository or one particular event.  Cohen, Manion, and 
Morrison (2002:181) add that case studies investigate and report the complex dynamic 
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and unfolding interactions of events, human relationships and other factors in a unique 
instance. Furthermore, the use of the case study method intends to capture the 
complexity of a single case (Stake, 1995: xi). A case study approach was selected as the 
research design to examine the empowerment of SGBs in the King William’s Town 
Education District. The use of the case study method seeks to explore the phenomenon 
of empowerment of SGBs within its real-life context. 
1.10 POPULATION AND SAMPLING 
White (2005:113-114) describes a population as all possible elements that can be 
included in a research project and as any group of individuals that have one or more 
characteristics in common that are of interest to the researcher. Stofile (2005:36) defines 
population as that larger community from which the sample is to be drawn, and it consists 
of the sampling frame from which a sample is selected. Maxwell (2005:87) argued that 
one cannot study everyone everywhere doing everything, even within a single case. 
Sampling refers to the selection of the site and population of the study. Furthermore, 
Leedy (1997:211) defines sampling as the process of choosing a group from a much 
larger population about which a researcher wishes to make generalised statements so 
that the selected part represents the total group. This implies that sampling involves 
selecting a number of individuals for a study in such a way that they represent the larger 
group from which they were selected. The selected individual is a sample while the larger 
group is the population. In qualitative research, sampling is concerned with gaining 
access to relevant evidence about the phenomenon under study.  
The sample for this study consists of eight participants comprising two circuit managers 
responsible for facilitating all school governance training sessions and six participants 
from two selected schools in rural and semi-urban areas. Three participants were drawn 
from one school in a rural area and three from a school in a semi-urban area. These 
participants were a principal, an educator governor and a chairperson of the SGB from 
each school. 
Purposive sampling, a type of non-probability sampling, was used. Purposive sampling 
allowed the researcher to select the cases included in the sample based on his judgement 
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of participants' characteristics (Cohen et al., 2002:103). According to Leedy and Ormrod 
(2001:206), in purposive sampling people or other units are chosen for a particular 
purpose, as the name implies.  
1.11 DATA GATHERING TECHNIQUE  
Because the researcher's goal was to obtain SGB members’ perceptions, understanding 
and experiences, he used interviews as the data collection technique. Interviews are 
explained briefly in the following paragraph. 
1.11.1 Interviews  
Atkinson, Coffey, and Delamont (2003:15) describe qualitative research as a highly 
variegated domain. The interview was the qualitative data collection method employed in 
this study because the researcher was interested in capturing people’s knowledge, 
experience and understanding of a certain phenomenon. Merriam (2001:72) 
recommends that a researcher interview people to find out from them those things that 
cannot be directly observed; the purpose of interviewing, then, is to allow researchers to 
gauge other people’s perceptions. 
While Mothata et al. (2000:89) refer to the interview approach as a data gathering 
technique, Glesne (1999:67) describes interviewing as “human interaction with all of its 
attendant uncertainties”. Interviewers asked questions verbally to obtain responses from 
participants in their own words. According to Gall, Borg, and Gall (1996:289), these 
responses can be written as field notes, tape-recorded or videotaped. White (2003:78) 
Barbie and Mouton (2001:105) describe various types of interviews, including structured, 
semi-structured and unstructured interviews. In a structured interview, the sequence of 
questions and the questions themselves are determined by a schedule and the 
interviewer is left with little or no freedom to make modifications. Therefore, a closed 
interview is considered a closed situation. A semi-structured interview is an open 
situation, and the interviewer has greater freedom and flexibility.  
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Cohen et al. (2002:278) emphasise the advantages of semi-structured interviews, as the 
framing of questions for a semi-structured interview considers prompts and probes. 
Prompts enable the interviewer to clarify topics or questions, while probes enable the 
interviewer to ask respondents to extend, elaborate, add to, provide detail for, clarify or 
qualify their responses, thereby addressing richness, depth of responses, 
comprehensiveness and honesty that are some of the hallmarks of successful 
interviewing. The semi-structured interview was used in this study as it provided the 
researcher with the ability to focus on the main questions while guiding him to stay on 
topic. In addition, the semi-structured interview offered the researcher the opportunity to 
ask probing questions that emerged from the interviewee’s responses and allowed the 
generation of new ideas that led to richer data. The interviews focused on the roles, 
experience, understanding, issues and challenges of SGB empowerment in school 
governance. 
It is vitally important that a respondent feel comfortable with the language used in an 
interview, and all participants were given the opportunity to choose the language with 
which they feel comfortable to enable them to express themselves fully. All interviews 
were recorded, and the researcher listened to tape-recorded data several times and 
transcribed the collected data. Where the interviews were in the local language 
(isiXhosa), the researcher translated them into English. All data were then coded. 
Common trends were looked after in the collected data.  
1.12 DATA ANALYSIS AND INTERPRETATION   
Merriam (2002:209) states that in case study research, data analysis consists of making 
a detailed description of the case and its context. The researcher started with the 
transcription of interviews because the interviews provided a large amount of data. 
Maxwell (2005:96) defines the goal of coding as "to fracture the data and rearrange them 
into categories that facilitate comparison between things in the same category and that 
aid in the development of theoretical concepts”. After coding the data, the researcher 
broke down the information into units of broad themes that emerged from the questions 
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asked and the interviewees’ responses. Each broad theme contained a number of 
subthemes.  
1.13 ETHICAL CONSIDERATIONS 
Ethical issues are of significant importance in every research project. It was therefore 
imperative that the researcher take into account the potential effects of research on 
participants. Bassey (2002:110) states that the closer one comes to the people being 
studied, the more important it is to ensure that they are willing to be studied and that what 
they say or do is reported in such a way that it is not prejudicial to their best interest. 
According to Cohen et al. (2002:51), each participant has the right to refuse to take part 
in or withdraw from the research at any time. Notably, the researcher conducted the 
interviews in a language the participants understood.  
An example of the consent form distributed to participants is included as an appendix to 
the research (Annexure C). Participants’ confidentiality and anonymity were guaranteed. 
Cohen et al. (2002: 61) point out that the essence of anonymity is that information 
provided by participants should in no way reveal their identity. Cohen et al. (2002:62) 
further suggest that there is an expectation on the part of most potential respondents that 
confidentiality would be protected. The researcher changed all participant names into 
pseudonyms during data presentation for safety and confidentiality reasons, and data 
was stored securely. The researcher obtained ethics clearance from the Nelson Mandela 
Metropolitan University and sought permission from participants to use a tape recorder 
before interviews took place. 
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1.14 CHAPTER OUTLINE 
This treatise is divided into five chapters: 
Chapter 1 
Background and rationale of the study 
This chapter includes descriptions of the scope of the study and methodology, as well as 
details of the research problem, research objectives, research questions, delimitation, 
research methodology, population and sampling, data collection, data analysis and 
interpretation, ethical considerations and outline of the study's chapters. 
Chapter 2 
Literature review on empowerment of school governing bodies  
This chapter focuses on literature related to the empowerment of SGBs. The 
conceptualisation of empowerment, elements and obstacles of empowerment, and SGBs 
empowerment are discussed. 
Chapter 3 
Research methodology 
Chapter 3 focuses on the research methodology and research tools used for the collection 
of data. 
Chapter 4 
Data analysis and interpretation 
This chapter concentrates on the data collected and the analysis and interpretation of the 
data. 
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Chapter 5 
Findings, recommendations and conclusion 
Chapter 5 concludes the study and presents the findings, recommendations and  the 
conclusion of the research.  
1.15 CONCLUSION  
This chapter focused on rationale of the study, literature review, research problem, 
research objectives, and significance of the study, delimitation, research methodology 
and design, population and sampling, data gathering technique, data analysis, ethical 
consideration and the outline of chapters. The next chapter presents a literature review 
of the study 
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CHAPTER 2 
EMPOWERMENT OF SCHOOL GOVERNING BODIES  
2.1 INTRODUCTION  
Democratic principles enshrined in the Constitution of the Republic of South Africa, 1996 
underpin the transformation of the country’s education system. These principles require 
the participation of citizens in matters affecting their lives. SASA ushered in a new 
approach to school governance: democratic governance through the involvement of 
stakeholders.  
This chapter focuses on the empowerment of SGBs and consists of two parts. The first 
addresses the conceptualisation of empowerment, and the second examines the 
conceptualisation of SGBs.  
2.2 CONCEPTUALISATION OF EMPOWERMENT 
Asmal (2000:2-5) suggests that empowerment is what people gain by means of 
participation in an organisation. According to Sadan (2004:13), the process of 
empowerment entails a transition from a state of powerlessness to a state of more control 
over one’s life, fate and environment. Adams (2003:8) describes empowerment as the 
means by which individuals, groups and/or communities become able to take control of 
their circumstances and achieve their own goals, thereby being able to work towards 
helping themselves and others to maximise the quality of their lives. Moreover, Hepworth,  
Rooney, and Larsen  (2002:438) define empowerment as enabling groups or 
communities to gain or regain the capacity to interact with the environment in ways that 
enhance resources to meet their needs, contribute to their well-being and potential, give 
their lives satisfaction, and provide control over their lives to the greatest extent possible. 
Miley, O'melia, and Dubois (2004:85) further distinguish between personal, interpersonal 
and socio-political dimensions of empowerment. Personal empowerment embodies a 
person's sense of competence, mastery, strength and ability to affect change, while 
interpersonal empowerment refers to a person's ability to influence others. The authors 
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further suggest that interpersonal power comes from two sources. The first source of 
power is based on social status, for example, power based on race, gender and class. 
The second is power achieved through learning new skills and securing new positions, 
which are key features of empowerment. The socio-political (structural) dimensions of 
empowerment involve a person's relationships to social and political structures.  
Furthermore, Carl (2000:7) states that empowerment refers to the process of 
development and growth a person undergoes that enables him or her to take independent 
decisions and to act autonomously with a view to contributing towards the development 
of his or her particular environment. The empowerment process is coupled with the 
development of applicable skills, attitudes and knowledge within a positive and 
democratic climate. Participation in community organisations and groups forms part of 
the definition of the empowerment of the individual and others. 
According to the DoE (1994:52), capacity-building programmes should go hand-in-hand 
with the assignment of power to SGB. Robinson et al. (2003: 263) maintain that SGB 
members can be trained, but the three-year cycle is too short for members to remove the 
barriers of their limitations, comprehend the concepts of SASA, understand professional 
language, practical procedures and processes, and carry out their responsibilities at the 
same time. 
2.3 KEY ELEMENTS OF EMPOWERMENT 
According to Miley et al. (2004:91), oppression, discrimination, injustice and experiences 
of powerlessness are the very circumstances that call for the application of 
empowerment. To address the issues of oppression, injustice and powerlessness, SGBs 
need to incorporate empowerment as both a concept and a process. Narayan (2002:18) 
identifies four key elements of empowerment but only the first three are explored in the 
following paragraphs for purposes of this study:  
 Access to information;  
 Inclusion/participation; and   
 Accountability.  
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 Local organisational capacity 
2.3.1 Access to information 
Section 32(1)(a)(b) of the Constitution of the Republic of South Africa, 1996 states that 
everyone has the right of access to any information held by the state and any information 
held by another person that is required for the exercise or protection of any rights. The 
Constitution stipulates that national legislation, which may provide for reasonable 
measures to alleviate the administrative and financial burden on the state, be enacted to 
give effect to this right. Cameron and Stone (1995:3) agree that a person has the right to 
access to all information held by the state or any of its organs at any level of government 
as far as such information is required for the execution or protection of any of his or her 
rights. Information that may compromise the security of the state is deemed to be 
classified and the public may not be privy to such information, hence the introduction of 
the Promotion of Access to Information Act (Act No. 2 of 2000). 
2.3.1.1 Purpose of PAIA 
PAIA was enacted to:  
 Give effect to the constitutional right of access to any information as stated above; 
 Set out justifiable limitations on the right of access to information aimed at 
protecting people’s privacy, confidential commercial information and ensuring 
effective, efficient and good governance;  
 Balance the right of access to information with all other rights enshrined in the 
Constitution; 
 Promote a culture of human rights and social justice; 
 Establish mechanisms and procedures to enable people to obtain access to 
records as swiftly, inexpensively and effortlessly as is reasonably possible;  
 Promote transparency, accountability and effective governance; and 
  Empower and educate everyone to understand the functions and operation of 
public bodies and effectively scrutinise and participate in decision-making by public 
bodies that affect their rights (South Africa, 2000).  
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Narayan (1995:18) states that access to information creates a platform where citizens are 
able to interact with and engage the government. Information is power, and informed 
SGBs are better equipped to take advantage of opportunities, access services, exercise 
their rights, negotiate effectively and hold the school authority accountable. Without 
information that is relevant, timely and presented in forms that can be understood, it is 
impossible for people to take effective action. Information dissemination does not stop 
with the written word, but also includes advocacy and group discussions, and uses a 
variety of media including radio, television, and the Internet. Local press in local 
languages creates an enabling environment for the informed community. Narayan further 
argues that timely access to information in local languages from independent sources at 
local level is particularly important for the devolution of power and authority to SGBs. 
2.3.1.2 Advocacy Campaigns 
Advocacy campaigns are opportunities of providing access to information before the start 
of the new election cycle whereby communities are provided with information about the 
purpose of SGBs, their structure, roles and responsibilities, composition, powers, and 
accountability, and the rules guiding their operations. According to the National 
Guidelines (2012:11), the District Electoral Officer must ensure that election advocacy is 
planned and implemented thoroughly. Advocacy is the first step of empowerment 
because it makes communities aware of the end of existing and the beginning of new 
SGB cycles. Advocacy not only brings awareness but also instigates a process of 
reflection on the successes and failures of the past cycle. In so doing, it strikes a new 
course of action and improves the quality of governors to be elected to carry out the SASA 
mandate.  
In terms of section 20(1)(a) of SASA, the functions of school governing bodies are to 
promote the best interests of the school and strive to ensure its development through the 
provision of quality education for all learners at the school. This concurs with Moate's 
(1996:30) view that the structure of the governing body should be such that it creates an 
environment that encourages and allows all learners to achieve their full potential. 
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Therefore, the election process should emphasise the need for SGB members with the 
knowledge and skills to serve on SGBs.   
Moate (1996:29) further suggests that a substantial pool of combined knowledge and 
skills is critical in the effective functioning of SGBs. SGB members should not only be 
people who care about schooling and what takes place at the school, but should also 
possess the necessary capacity to fulfil their obligations. Recruitment should be guided 
by the governance needs of the school and people's inherent capabilities that enable 
them to use their assets in different ways to increase their wellbeing. Human capabilities 
include good health, education and production or other life-enhancing skills. Social 
capabilities include social belonging, leadership, relations of trust, a sense of identity, 
values that give meaning to life and the capacity to organise Moate (1996:29). 
2.3.2 Inclusion and participation 
Entrenched in Section 57(1)(b) of the Constitution of the Republic of South Africa, 1996 
is a commitment to representative and participatory democracy, accountability and public 
involvement is entrenched in section 57(1)(b) of the South African Constitution. 
Participation is not limited to people electing their representatives but should also 
influence the governance decisions SGBs make. Moreover, SASA identifies the principles 
of equity, quality education and democratic governance. The Act created a new 
landscape of school governance based on participation and partnership between the 
government, parents, educators and non-educator staff, learners and communities, as 
reflected in the preamble of SASA (1996:3). In addition, the Act espouses the 
decentralisation of power to individual school and community stakeholders, which allows 
them to participate in decision-making. In terms of section 23(2) of SASA, parents, 
educators, support staff and learners from the eighth to twelfth grades can elect an SGB. 
This promotes democratic processes and decision making by transferring power to the 
stakeholders who participate in school governance.  
Inclusion focuses on whom to include; participation addresses inclusion methods and the 
roles people play once they are included. The inclusion of people in the decision-making 
process is critical to building commitment to change and promoting empowerment. 
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However, an effort to sustain inclusion and informed participation usually requires 
changing the rules to create an environment for people to debate issues and participate 
directly or indirectly. When an SGB assumes office, its first task is to develop or review 
policies, including the constitution of the SGB and its code of conduct; the code of conduct 
for learners; and finance, procurement, health and safety, admission, language, religious 
and school policies. Participation can take different forms, such as: 
 Direct participation; 
 Representational participation, by selecting representatives from membership-
based groups and associations; and  
 Political participation, through elected representatives (Narayan, 1995:15-16). 
Election criteria promote the inclusion of school stakeholders in the SGB. The criteria do 
not include guidelines about the literacy or educational levels and knowledge and skills a 
person must have to be elected as a member. The election process comprises the 
following steps: 
 Appointment of the electoral officer 
 Establishment of the school election team 
 Compilation of the voters roll 
 Nomination and election of candidates 
 After-election process (National Guidelines for School Governing Body Elections, 
2012:10) 
It can be argued that the election process is predominantly based on the nomination and 
seconding of candidates who stand for elections. There is no specific prescribed 
recruitment process used to identify people with the necessary knowledge and skills to 
fulfil governance responsibilities. Although democratic values underpin the election 
procedure and process, focusing on the nomination and seconding of candidates only 
limits the knowledge and skills composition of the SGB, skills and knowledge these bodies 
require for empowerment and the performance of governance functions.   
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The parent community simply nominates parents who are available, ignoring the literacy 
skills needed for effective governance. Parents base their choices of candidates on 
availability rather than competence. In the majority of schools, particularly those in rural 
communities, parents elected to SGBs do not have the minimum basic literacy level to 
understand legislation; legislation is seldom written in parents’ native languages and is 
not available in simple English. Consequently, parents serving on SGBs have difficulties 
reading, understanding and implementing policies and legal directives from the Education 
Department. This negatively affects the functioning of school governing bodies. 
2.3.2.1 Participation in School Governance  
Owens (2001:284) defines participation as the mental and emotional involvement of a 
person in a group situation that encourages the individual to contribute to group goals 
and to share responsibilities with group members. This description defines the type of 
participation where group members are involved”, where they exercise the ownership of 
decisions. Schools in rural areas make little effort to include parents and educate them 
regarding their roles and responsibilities. Parents’ participation is a key mechanism in the 
empowerment process. According to Davidoff and Lazarus (2002:176), if people 
participate in shaping life and the direction of any situation, their capacity is enhanced. 
The more often people participate, the more meaningful their participation. Therefore, role 
players must implement appropriate structures and processes to facilitate such 
participation; people must share control and responsibility.  
Thus, participative decision-making is crucial to the success of SGBs. Owens (2001:288) 
explains that in participative decision-making, all members of an organisation have the 
right to be heard, to have their views considered, to express feelings, and to offer 
knowledge and information. Group participation, such as that required by SGB structures, 
is one of the important aspects of participative management that aims to serve several 
purposes. De Bruyn (2002:291) asserts that participation in groups or teams is particularly 
useful as it encourages quiet team members to devise creative solutions to difficult 
problems.  
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The phenomenon of participation is a feature of what Bush (2003:64) refers to as 
‘collegial’ models of management. Collegial models are models that include all those 
theories that emphasise that some or all members of the organisation should share power 
and decision-making. Collegiality between school management and parents can improve 
parents’ participation in decision-making. Bush (2003:74) asserts that collegial models 
characterise decision-making as a participative process with all members of the institution 
having an equal opportunity to influence policy and action. Bush (2003:53) further 
suggests that decision-making in schools and school governance should include all 
sectors, role players and stakeholders. Lunenburg and Ornstein (1991:171) emphasise 
that group decision-making holds numerous benefits in comparison to individual decision-
making, including increased decision quality, creativity, acceptance, understanding, 
judgement and accuracy. 
2.3.3 Accountability of School Governing Bodies 
Stewart (1984:15) defines accountability as being required to explain or justify one's 
decisions, actions or behaviour. That is, those who have been given responsibilities are 
asked to account for their performance. In giving an account of performance, information 
is provided which may be verbal or written, formal or informal and may or may not be 
governed by strict rules. However, accountability involves more than simply giving an 
account. The information should be evaluated, performance should be assessed and, if 
it is not satisfactory, then action may be taken. Dunsire (1978:41) further argues that the 
answer when given, or the account when rendered, is to be evaluated by the superior 
body, measured against some standard or some expectation, and the difference noted 
before praise or blame is meted out or sanctions applied. Stewart (1984:15) suggests that 
accountability consists of two parts, account giving and holding to account. 
SGB members do not understand how and when to give account, which is an effect of 
capacity issues. According to Kouri (1999:17), SGBs must be able to account for their 
decisions and actions. SGBs need to produce financial reports and documented evidence 
of policies they have developed. They must file invoices or receipts of payments, 
requisitions and returned cheques, and bank statements in sequence, and they must 
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keep all the documents for future reference. Creese and Earley (1999:107) identify an 
alternative form of accounting, where bodies hold meetings and provide annual reports. 
Section 18(2)(b)(c)(d)(e) of SASA dictates how accountability must be reflected in SGBs' 
constitutions. Section 38 of SASA stipulates that SGBs are expected to provide a monthly 
financial report to the internal school community, which consists of teachers, learners and 
workers, and a quarterly financial report to the Department of Education in Circuit Finance 
Committee meetings. In addition, SGBs are required by law to provide annual reports to 
the external school community, which comprises parents and other stakeholders. This 
necessitates basic accounting and bookkeeping skills. Finding a parent with such skills in 
rural and semi-township districts is highly unlikely. From the outset, SGBs in these areas 
are powerless due to members’ limited understanding of their roles and their inability to 
account to parents. In turn, this causes problems such as insufficient parent participation, 
abuse of authority and power, lack of transparency, inappropriate power relations, 
mismanagement of finances, conflicts, and the displacement of principals and/or 
teachers.  
2.3.3.1 Types of accountability  
Accountability refers to the ability to call SGBs to account, requiring that they be 
answerable for their policies, actions and use of funds. There are three main types of 
accountability mechanisms, namely political, administrative and public mechanisms. 
Public accountability mechanisms are pertinent to this study. Administrative 
accountability involves accountability mechanisms within and between the department 
and communities. Public or social accountability mechanisms hold SGBs accountable to 
the communities in which they operate. A range of tools exists to ensure improved 
accounting for public actions and outcomes. The public’s right to access to information 
creates pressure for improved governance and accountability, particularly in setting 
priorities for schools' expenditure. Transparent financial management also ensures 
accountability for public resources (Narayan, 2002:17). 
Section 20 of SASA stipulates that SGBs are held accountable based on the mandatory 
or legal functions that can be demarcated as follows:  
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 Policy matters - adopting a constitution, formulating a mission statement, selecting 
an admissions language, deciding on religious observances, and implementing a 
code of conduct for learners and financial policy, and the recommendation of 
appointments; 
 Day-today matters - determining the times of the school day, support for the 
principal, educators and other staff members, and the administration and control 
of the school’s property, buildings and grounds; and  
 Financial matters - establishing a school fund, preparing a budget, collecting and 
administering school fees, maintaining financial records, appointing an accountant 
and supplementing resources.  
Schedler, Diamond and Platter (1999:13-17) examine the concept accountability and find 
that it expresses the continuing concern for checks, oversights, surveillance and 
institutional constraints on the exercise of power through enforcement, monitoring and 
answerability. According to Dorn (1998:8-9), answerability implies being accountable to 
and being judged by somebody. Schedler et al (1999:20-21) asserts that the arrogance 
of power at school level inhibits answerability. Beckmann (2000:8) points out that 
accountability follows the exercise of power, use of resources and implementation of 
policy. Accountability is inextricably linked to democratic management and other related 
concepts such as participation, decentralisation, empowerment and transparency. The 
demands of both democracy and efficiency require some form of accountability in the 
school.  
Furthermore, Squelch (1999:11) holds that SGBs have powers to enter into legal 
contracts. Contractual accountability should be based on certain requirements if it is to 
be considered valid. The requirements for a valid contract include: 
 Agreement between two parties about what is to be done; 
 Legal capacity to enter into the agreement; 
 Freedom to conclude the agreement; 
 Performance required by the contracting parties; 
 Formal legal requirements; 
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 The conclusion must explicitly state the object of the contract and its performance; 
and 
 The consequence of the contract. 
SGBs are employers in terms of sections 20(4) and (5) of SASA, which allows public 
schools to establish posts for educators and non-educators in addition to those created 
by the MEC. The final decision for appointment lies with the SGB. An employment 
contract imposes duties on the employer and the employee, and the duties of the 
employer are to: 
 Receive the employee into employment; 
 Remunerate the employee; 
 Provide the necessary facilities; 
 Provide safe and healthy working conditions; and 
 Observe statutory duties, for example,  
 To grant reasonable leave and observe working hours (Squelch, 1999:11). 
Contractual accountability is a reciprocal requirement in that it also imposes duties on 
employees. In terms of common law, the employee has the duty to: 
 Render the services agreed to; 
 Fulfil tasks with reasonable competence and efficiency; 
 Act in good faith; 
 Carry out lawful instructions of the employer; and 
 Be respectful and obedient (Squelch, 1999:11). 
The above demands understanding and accountability from the SGB as an employer and 
the educator as an employee. For the governing body to give account, it needs to be able 
to hold the principal to account for the performance of the school.  Deem, Brehony, and 
Heath (1995:166) argues that few mechanisms are in place to make elected governors 
accountable to those whose interests they represent. In addition, SGBs, particularly the 
parent component, spend little time at schools, and those visits they do make are largely 
concerned with the maintenance of school buildings. Therefore, much of the information 
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they receive comes from those who they need to hold to account. Many school governors 
find it difficult to give an account, both collectively and individually. 
2.2.3.2 Accountability and responsibility 
Sections 20 and 21 of SASA have allocated legal and mandatory functions and 
responsibilities to SGBs. It is important to establish the extent to which they are 
accountable for the management of these responsibilities. Accountability involves the 
element of giving account and holding to account, and the enhancement of the power of 
governing bodies affects accountability. SGBs feel accountable only to the parents and 
students in their schools, but they are accountable to all stakeholders in the community 
because the Department of Education allocates public funds to schools.  
Therefore, accountability is an essential element of school governance. School managers 
are obliged to inform the community of the quality of the services the school offers. 
Accountability provides the school with an opportunity to collect information about its 
performance and enter into a debate with its community about the results of this exercise. 
Moreover, sstakeholders can use the information contained in accountability reports for 
school development (Narayan, 2002:17). According to section 20(m)(3) of SASA as 
amended by the Basic Laws Amendment Act (Act No. 15 of 2011), SGBs need not suffer 
individual deaths but may join SGB associations, such as the National Association of 
School Governing Bodies (NASGB) or the Federation of Governing Bodies of South 
African Schools (Fedsas). Narayan further states that local organisational capacity is 
critical for the development of SGBs. Poor people’s organisations, associations, 
federations, networks and social movements are key players in empowerment. 
2.4 OBSTACLES TO EMPOWERMENT 
Asmal (2000:2-5) concludes that the majority of SGB members elected lack the skills and 
knowledge necessary for effective governance. Robinson et al. (2003: 263) indicate that 
the limitations in trustees’ (SGB members in the South African context) knowledge, skill 
and understanding manifest as limited conceptual understanding, limited understanding 
of professional language or limited understanding of practical procedures and processes. 
28 
 
What hinders the empowerment of SGB members, particularly in disadvantaged 
communities, are their literacy levels and the legal jargon and English language used in 
SASA and the vast majority of the reading materials given to them.  
2.4.1 Illiteracy  
A Nelson Mandela Foundation survey (2005:28) found disturbingly low literacy levels, 
especially among women, in the three rural provinces of the Eastern Cape, KwaZulu-
Natal and Limpopo — disturbing for schools because mothers, more than fathers, play 
an active and supportive role in their children’s schooling. In rural South Africa, this is 
especially true, as the remnants of the long-standing migrant labour system have left a 
high percentage of households headed by women. Furthermore, the survey found that 25 
percent of female household heads in the Eastern Cape had had no formal schooling at 
all. Those who did receive formal education had schooling levels that were mostly too low 
to enable them to play the type of role envisaged in SASA as parents on SGBs. 
Creese and Early (1999:2) argue that the problem of illiteracy is more pronounced in rural 
areas and township schools, where schools are less able to recruit governors or find 
governors with the required knowledge, skills and expertise. Coombe and Godden 
(1996:27) contend that the capacity of the SGB to perform its statutory duties depends 
on the quality of individuals elected to school governance, considering not only their skills 
but also their perceptions, ability to interact, commitment to social activism, and their 
creativity, imagination and capacity for taking initiative.  
2.4.2 Language  
Section 6(1)(2)(3)(4)(5) of the South African Constitution protects the language rights of 
all South Africans by proclaiming eleven languages official languages. The Constitution 
further recognises the historically diminished use and status of the indigenous languages 
of the South African people. Despite the measures taken by the state to elevate the status 
and advance the use of these languages, language rights violations continue to take place 
in our schools, organisations and communities. For example, in training workshops and 
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meetings where people of the same language are empowered, people continue to speak 
English, violating the rights of those who cannot speak and write English.  
However, SASA does not make the same provisions. Section 3(b) of the South African 
Constitution stipulates that municipalities must take into account the language usage and 
preferences of their residents. In terms of section 4(2), all official languages must enjoy 
parity of esteem and must be treated equitably. It can be argued that all written 
documentation and materials produced by the state should consider the dictates of the 
Constitution to ensure everyone understands what is written, in particular SGB members 
in this case. Moreover, PAIA, which springs from section 32 of the Constitution, gives 
effect to the constitutional right of access to all information held by the state or any other 
person, provided such information is required for the exercise or protection of rights and 
matters connected therewith. Section 10 of PAIA explains how to use the Act and compels 
the state to publish documents in all official South African languages. All written materials 
the provincial Department of Education provides, including training manuals and 
supporting resources, is available only in English.  
Furthermore, the language used in the training manuals and SASA is far beyond the 
literacy levels of most parents in rural and semi-urban areas. Van Wyk (2004:5a) states 
that members of school governing bodies complain that documents are difficult to 
understand and that the Department of Education seldom assists them in the 
interpretation thereof. According to Pitout et al. (1992:83), language is the most important 
means of communication. If all materials are written in English, the meaning of the SASA 
mandate remains a mystery to illiterate and semi-literate SGB members. 
2.5 SCHOOL GOVERNING BODIES IN SOUTH AFRICA 
In terms of section 23(9) of SASA, the number of SGB parent members must be one more 
than the combined total of the other members of the governing body who have voting 
rights. That parents make up the majority on the governing body demonstrates the 
importance of the power shift and constitutes the principle of partnership and mutual 
responsibility in a public school. Section 15 of SASA states that a school is a juristic 
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person, which means that it can sue or be sued, and the SGB representing the school 
stands in a position of trust and acts in the best interests of the school.  
The SGB is a body in its own right, invested with certain powers and the ability to make 
certain decisions due to the decentralisation of power by the Department of Education. 
Parents serving on the SGB have become accustomed to hearing of their increased 
‘powers’ while finding that the means by which these powers are to be exercised are 
dubious and ineffective. Section 16(1)(3) of SASA reflects this and provides that: 
 The governance of every public school is vested in its governing body and it may 
perform only such functions and obligations and exercise only such rights as 
prescribed by the Act; and 
 The professional management of a public school must be undertaken by the 
principal under the authority of the head of department.  
2.5.1 Importance of SGBs in school governance  
According to section 23 of SASA, elected members of the governing body comprise 
parents of learners who attend the school, educators who work at the school, members 
of staff who work at the school and are not educators, and learners from the eighth to 
twelfth grades who attend the school. An SGB may co-opt a member or members of the 
community to assist it in discharging its functions. Including parents in the decision-
making body holds numerous benefits, such as a feeling of ownership of decisions, 
representing parents in the community and making parents’ voices heard. School 
governance is an important part of school management, which operates through the SGB 
and fulfils several vital roles. Davidoff and Lazarus (2002:38) contend that school 
governing bodies play a central role in developing a common vision for the school, 
incorporating the values and principles embodied in vision and mission statements in a 
school policy that can guide practices in the school, and overseeing financial 
management and other roles central to providing support and direction to the school. 
Potgieter et al. (1997:6) stress the concept of transformation and democratisation of 
education in the South African context: The democratisation of education includes the 
31 
 
idea that stakeholders, such as parents, teachers, learners, and other people (including 
members of the community near the school) must participate in the activities of the school. 
The governing body makes decisions on behalf of the school and sees to it that the school 
is administered properly. Through representation on the governing body, all stakeholders 
can share in the decisions of that body. The members of the SGB are also accountable 
to the stakeholders who elected them. The SGB acts as a protector of the school, which 
should exercise the capacity of guarding the school with wisdom, insight, skills, courage 
and understanding.  
2.5.1.1 School Governance 
Naidoo (2005:31) argues that SASA provides historically marginalised groups the 
opportunity to become involved in the decision- making process at school level and further 
focuses on the structure, roles and responsibilities, composition, powers, accountability, 
and the rules guiding the operations of SGBs. Before 1994 the authority and decision-
making as far schools was within the Department of Education. School communities 
needed and were fighting to be in the centre. The figure below indicates the process map 
on how the authority in education department has been devolved after 1994, but by choice 
people are in periphery when it comes to the authority and decision-making process. Now 
that the communities do not promote the best interests of the school, less interest to 
participate in decision-making and a gap in how do they play a role in managing their 
resources, there is no efficiency and equity, real democracy does not grow and there is 
no quality in what SGBs are doing to support teaching and learning. Much as devolution 
of authority has taken place but there is a huge gap because SGBs are still rubber-
stamping in almost all the decision taken as far as governance of the schools are 
concerned due lack of empowerment. 
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Source: Naidoo (2005:31) 
Figure 2.1: SASA and the espoused theory of action  
 
Figure 2.1 above shows that an established SGB:  
 Promotes the best interests of the school and ensures efficiency and equity; 
 Increases community participation in decision making at school level and 
advances the cause of democracy; and 
 Ensures greater management of allocated school funds to advance the quality of 
education. 
Section 11 of SASA provides for the delegation of the authority to make specific decision 
and perform specific functions to a body of elected representatives that includes parents, 
educators, non-educator staff, learners in the eighth to twelfth grades and the principal 
who represents the head of department in the SGB. Schools with the eighth to twelfth 
grades are required to establish a Representative Council of Learners (RCL) elected by 
learners with the Teacher Liaison Officer (TLO) presiding over the learners' elections. 
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According section 23(1)(5) of SASA, it is the role of the SGB to co-opt additional members 
with expertise but without voting rights to assist the SGB in the execution of its specific 
functions. The MEC for Education determines the number of elected representatives from 
each component based on the learner numbers of the school. According to section 23(9) 
of SASA, the parent component constitutes the majority of the SGB members, with parent 
members comprising one more than the combined total of other members of the SGB 
who have voting rights. This ensures sufficient representation of the needs and 
aspirations of the community served, and it involves more parents in the activities of the 
school. 
2.5.1.2 Functions of SGBs 
Asmal (2000:2-5) states that SGBs should be committed to their functions to overcome 
their temporary lack of skills and advises that the requisite skills should be developed 
through participation. According to section 20(1)(a) of SASA, the functions of SGBs are 
to promote the best interests of schools and strive to ensure their growth by providing 
quality education for all learners at the school. Moate (1996:30) agrees and recommends 
that SGBs should be structured to create environments that encourage learners to 
achieve their potential. With this in mind, the SGB election process should emphasise the 
need for candidates to have particular knowledge and skills. Furthermore, Moate 
(1996:29) argues that the composition and characteristics of SGBs determine their nature 
and scope of influence and effectiveness and efficiency. Thus, the effective functioning 
of SGBs depends on the availability of combined skills and knowledge in their members, 
who should have the capacity to meet their responsibilities. The school's governance 
requirements should guide SGB recruitment. 
Section 20 of SASA stipulates the fundamental set of functions for all SGBs, including 
power powers such as: 
 The admission of learners and recommendations for expulsion after due process 
has been followed; 
 Making recommendations regarding educator and non-educator staff 
appointments; 
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 The administration and control of buildings; and 
 Deciding on school fees if the school is a fee charging school, creating a budget 
and the management of finances. 
SGBs of schools governed by section 20 of SASA may apply for section 21 functions if 
that SGB has the capacity to manage its own funds. If approved, it may be allocated 
additional functions including: 
 Maintaining and improving school property; 
 Purchasing textbooks, educational materials and equipment for the school; 
 Paying for services; and 
  Deciding on the curriculum and deciding the choice of subject options. 
There is a fine line between school governance and school management roles and 
responsibilities. Figure 2.2 illustrates the differences between SGB and school 
management team (SMT) roles. Members of SGBs and SMTs have difficulty 
understanding these roles and responsibilities, which causes conflicts. As a result, the 
problem of the extent to which parents can exercise their powers without infringing 
principals’ domains remains.  
Clarifying these roles forms part of the strategies employed to empower SGBs. The areas 
of responsibility for the SMTs are teaching and learning, Professional functions and 
Curriculum (choice of textbooks, materials and equipment) the SGBs support.  
The areas of responsibility for the SGB are development and oversight of vision and 
mission, policies and code of conducts for all learners and SGBs, and welfare, financial 
planning and management, look after property, buildings and grounds, and personnel if 
there are SGB posts, the SMTs support the SGBs. 
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Figure 2.2: Roles and responsibilities of SMTs and SGBs as defined in SASA 
Source: Department of Education (2001:B-36)   
2.6  CHALLENGES OF SCHOOL GOVERNING BODIES 
Geese, Zide, Kotch, and Hall (2009:34) state that all public schools in South Africa were 
ranked into five categories called quintiles. Section 102 of the National Norms and 
Standards for School Funding (DoE, 1998) defines a quintile as the ranking of a school 
according to the poverty index of the community in which the school is situated, with 
quintile one being the poorest and quintile five being the least poor. Geese et al. (2009:7) 
further explain that schools that were declared no fee schools by the Minister of Education 
were those in the poorest quintiles are prohibited from charging learners school fees. 
SGBs face challenges that include decreasing state funding due to the continuous decline 
of learner numbers in rural and semi-urban areas. According to section 20(2) of SASA, 
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schools in the no fee category may raise funds to supplement government allocations. 
However, raising funds in a poverty-stricken area is a challenge.  
Although authority and decision-making have been transferred to SGBs, SGBs still face 
challenges because principals still perform much of the governance duties, which leaves 
SGBs feeling disempowered. This state of affairs creates two centres of power, namely 
the principal and the SGB. School governance authority has moved from principals to 
SGBs, and this transfer of authority occurred because principals took unilateral decisions, 
mismanaged funds and did not give account. Subsequently, relations between principals 
and SGBs in the majority of schools became strained, resulting in unnecessary conflicts. 
However, the capability of SGBs to handle finances leaves much to be desired. 
Mestry (2004:126) highlights an important challenge to SGBs, namely the lack of the 
necessary knowledge and skills for financial management and, consequently, the inability 
to formulate practical solutions to problems. Similarly, Maile (2002:239) contends that 
illiteracy in SGB members, especially parent governors, may contribute to their 
inefficiency and argues that this occurs because illiteracy precludes parents from 
accessing relevant information. Moreover, Van Wyk (2004:50b) points out that many SGB 
members, particularly those in less advantaged areas, do not have the required skills and 
experience to allow SGBs to exercise their powers. The ability of parent governors to 
govern schools depends on their skills, including financial skills, as well as their 
knowledge and experience of governance.  
Furthermore, governors require training in participatory decision-making. Neither parents 
nor educators have had significant experience in participatory decision-making because, 
in the past, principals were considered the only people with the knowledge and authority 
to make decisions (Heystek & Paquette, 1999:191). The abilities governors require are 
determined, among other things, by their educational backgrounds, especially literacy 
levels (Bush & Heystek, 2003:1). The skills deficit in this regard is mostly acutely observed 
in schools in disadvantaged and rural areas (Nelushi, 2006). Poorly educated parents 
who lack management expertise may struggle to interpret the content of SASA (Heystek, 
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2006:482). These shortcomings affect their relationship with other members of SGBs, 
particularly principals, and their understanding of their tasks (Heystek, 2004:331). 
SASA and all the materials used in school governance are inaccessible to the majority of 
the parent component due to high illiteracy levels. The training of a heterogeneous group 
of school governors presents a problem regarding the choice of language to be used. 
There are tensions and conflicts between the different language groups, and training all 
participants at the same time in a language that they do not all understand and cannot 
communicate in is challenging. The district authority's capacity is critical to responding to 
the learning needs of SGBs. Most education district offices in the Eastern Cape 
Department of Education, in particular the governance sub-directorate, are understaffed 
and financially under resourced when one considers the challenges SGBs face. The 
district office lacks the accountability system required to monitor and support SGBs.  
Figure 2.3 below displays the dynamics that sustain school governance difficulties. Some 
governance difficulties are systemic, advocacy understates the need for expertise, for 
SGBs to be empowered there should be continuous feedback to SGBs about quality of 
their practice, and the responsibility for development of SGBs is not explicit.  
Due to the limited SGBs understanding of governance role, SGBs may not know what 
needs to be done. On account of the limited SGB knowledge of the governance tasks, 
SGBs may not know how the tasks are done. SGBs do not exercise their independent 
judgement and defer their responsibility to make decisions to the principal and staff. The 
governance consequence is the principals become responsible for governance and 
management. The SGBs do not develop its capacity and serve the community adequately 
by its representatives.  
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Source: Robinson et al. (2003:276) 
Figure 2.3: The dynamics that sustain the school governance difficulties 
2.6.1 Financial responsibility and accountability 
According to Mestry (2006:31), the functions of the principal and the SGB in school 
finances remains a problematic issue because there is uncertainty about who is 
responsible and accountable for school funds, particularly in rural schools. Mestry 
(2004:130) contends that SASA challenges rural parents because it provides 
unprecedented responsibility to SGBs by regarding all schools as equal and makes 
parents primarily responsible for the education of the children. It is the intention of the 
state to make every school self-managing. Therefore, the full control of funds in the school 
becomes the responsibility of the SGB. The low educational level of rural parents causes 
financial accountability issues. 
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Adams and Waghid (2005:30) stress that the lack of necessary education (including 
literacy) and poor economic conditions among parents in rural areas contribute to their 
lack of financial skills. The issue of parents’ low education level appears to be the main 
cause of problems related to parents and SGBs financially operating and controlling a 
school. It is highly improbable that a person who can neither read nor write could 
successfully calculate the expenditures and income of a school. Heystek (2004:310) 
argues that in a school where parents have limited skills, knowledge or experience and 
even lower levels of literacy, parents may find it difficult or impossible to assume 
responsibility for drafting and managing the budget and the principal becomes 
responsible for these functions. 
Mendelsohn (1997:269) observes that SGB parent members are unaware of how school 
funds are spent. Parents know little about what these funds are used for and have no 
idea who sets the amount to be paid, how many learners have paid in the case of fee-
paying schools, what amount has been deposited in the school’s account if the school is 
a no-fee school, and what additional funds have been raised. Discussions regarding 
school funds appear to be limited in SGB meetings and the principal and teachers often 
dominate discussions. In a study of the functions of SGBs in managing school finances, 
Mestry (2006:31) reveals that there is a common misconception among various 
stakeholders regarding the functions of SGBs in managing school funds. According to 
SASA stipulations, overall governance of the school rests on the governing body. The 
SGB is accountable to the parents for the efficient and effective management of school 
funds and may delegate certain financial functions to the principal, who is then 
accountable to the SGB and to the head of the department. 
Moreover, Mestry (2006:33) indicates that there is a lack of collaboration between 
stakeholders. The issue of financial responsibility and accountability involves knowledge 
and power. Overall, principals were not prepared to share the responsibility of school 
governance lest they lose their power, and Mestry views the withholding of information 
with regard to school finances as an intentional act on the part of principals. Furthermore, 
Mestry (2004:34) concludes that some members of SGBs were excluded from financial 
decisions, and that treasurers lack financial skills and merely sign cheques without 
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requesting the appropriate information. As a result, a lack of effective financial control 
measures was identified and both parents and educators expressed their wish for 
knowledge and training with regard to the handling of funds, which provided motivation 
for this study. 
2.6.2 Decision making and power relations between principals and SGBs 
The majority of SGB members come from rural communities where people are not 
conversant with school and departmental policy issues. This has a spill over effect in SGB 
meetings, particularly in rural schools, where decisions are not taken democratically. 
Mabasa and Themane (2002:112) identify power relations between principals and SGBs 
as a serious challenge to the effective functioning of SGBs in traditional rural areas. 
Heystek (2004:309) notes that power play and domination are normally part of any 
teamwork and interpersonal interaction, and an SGB is no different. Heystek further 
highlights problems related to power relations, for example the formation of coalitions 
based on categories of ‘lay’ and ‘professional’ or ‘insider’ and ‘outsider’, which cause 
problems because decisions tend to address sectional interests rather than the interest 
of the school.  
Karlsson (2002:332) states that principals are dominant in all meetings because of their 
power position within the school, level of education in contrast to other members and first 
access to information taken from education authorities, and because principals execute 
the decisions taken. Financial matters are not the only issues on which principals and 
SGB members fail to work together. Heystek (2004:309) contends that domination by the 
principal or chairperson in an SGB meeting causes power problems and disagreements 
often emerge. Often, principals attempt to dominate SGBs, while SGB chairpersons 
attempt to dominate principals on behalf of parents. Furthermore, Van Wyk (2004:51a) 
emphasises that parent governors bring task-related power and status from other 
contexts to their governance, while educators and principals rely heavily on the power 
and status conferred by their position in schools. 
The situation is worse in rural schools, where “parents are illiterate and lack participation” 
and allow some principals to abuse their power and authority and financially manipulate 
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SGBs (Adams & Waghid, 2005:30). SGB members (parents) are unable to make an 
impact on school policies and practice because they do not fully understand SASA and 
the roles and responsibilities afforded to school governors (Van Wyk, 2004:52b). 
Furthermore, principals and educators maintain that the management of schools is their 
sole domain, that parents have no understanding of how schools operate and regard 
parents’ involvement as interference (Mestry, 2004:33).  
Once teachers and principals dominate meetings, the participation of the parent 
component dwindles and parent governors withdraw themselves from the SGBs without 
officially resigning. Schools fail to hold by-elections to replace inactive SGB members, 
resulting in illegitimate SGBs. For an SGB to be legitimate, it must have a full complement 
of elected members, and section 29(1)(2) of SASA stipulates that the chairperson and 
treasurer be elected from the parent component. Parents’ withdrawal creates a battlefield 
where the principal and his or her educators fight over mismanagement, misappropriation 
and the embezzlement of funds.  
2.6.3 Relationship between principals and SGBs  
According to Heystek (2004:309), the poor relationship between principals and SGBs 
varies from minor problems at schools to major cases reported in the media, such as 
accusing each other of mismanaging school funds, principals making governance 
decisions unilaterally, and angry parents and communities displacing educators. Asmal 
(1999:1-3) states that the issue of ineffective functioning of SGBs is untenable, especially 
in cases where members collude with the management of the school at the expense of 
the school or their roles are subverted into mere formalism, thereby hampering the good 
governance of the school.  
Several factors contribute to strained relationships between principals and community 
members. Under the centralised education system, principals believed that schools were 
theirs and that they could manage them as they saw fit, without seeking parental input. In 
some cases, principals have retained this view. In addition, parents misunderstand their 
involvement in the professional management of the school and overreach their roles and 
responsibilities. Principals’ failure to assist governing bodies in their functions and 
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responsibilities (provided they do not contravene legislation, act outside of policy 
guidelines or ignore the instructions of the head of department), as stipulated in section 
16A(d)(f)(h)(l)(ii) of SASA, further contributes to this problem.  
2.7 TRAINING OF SCHOOL GOVERNING BODIES IN SOUTH AFRICA  
Christie (2001:56) proposes that governance issues are by no means straightforward. In 
all historically black schools, involving parents in school governance has presented 
difficulties. For example, parent interest was neither constant nor sustained. Parents often 
saw the school as responsible for their children and for running itself, and attempts to 
involve parents were viewed as the school not fulfilling its responsibility. These difficulties 
are more pronounced in rural schools. According to the Human Sciences Research 
Council (HSRC) (2005:121), decisions on critical issues such as employment policy, 
managing school funds and teacher conduct seem to be the domain of educators, 
especially the principal, in the SGB.  
Moreover, numerous problems are associated with managing SGBs in impoverished rural 
areas. Even in a well-run school where relations between staff and parents seem healthy, 
issues such as low attendance at SGB meetings, treasurers’ lack of financial skills and 
the difficulty of persuading impoverished families to pay school fees are constant 
problems. Many SGBs are dysfunctional, with principals dominating and controlling 
members; parents are perceived as limited in what they can offer. Some schools appear 
to underestimate parent involvement in school governance. Parents are seen as 
uneducated people who cannot make any meaningful contribution to the healthy growth 
of the schools, especially through decision-making.  
In most schools, parents are not involved in day-to-day issues and play little or no role in 
decision-making. Parents are generally only involved in minor issues. The HSRC 
(2005:121) makes the case for parental involvement being mostly ceremonial, as most 
parents feel they cannot fully engage with teachers over the education of their children 
and lack the resources to participate in the SGB or to hold it accountable. Hence, the 
involvement of parents seems to be largely limited to control over school furniture and 
repairs as well as assisting with feeding schemes. According to the Novalis Institute 
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(2000:2), the government has called on non-government educational organisations 
(NGEOs) to assist in the training of SGBs so that they may become effective. 
2.7.1 Need for training of SGBs 
The recruitment and election criteria of SGBs, as set out in the National Election 
Guidelines, do not stipulate or focus on particular skills and knowledge. As a result, 
stakeholders do not elect suitable SGB governors with the required skills and knowledge, 
focusing instead on availability. This phenomenon is prevalent in rural areas where SGB 
members seem unfamiliar with and uncertain about their roles and responsibilities. 
Coombe and Godden (1996:21) warn that international experience has demonstrated that 
effective SGBs must be nurtured and sustained, and specific action must be established 
to make them work as they were intended to. The Provincial Education Department 
recognises that many SGBs, particularly in the rural and less advantaged urban areas, 
do not have the required skills and experience to exercise their new powers and may 
have difficulty fulfilling their functions. Section 19 of SASA recognises the need for the 
enhancement of the capacity of SGB members to ensure that their roles are fulfilled 
optimally. According to this section, the Provincial Education Department is obliged to 
provide training for governing bodies. 
With this approach, the Department hopes to build a framework for the governance of 
schools, characterised by power sharing between parents, educators and the community, 
to support the core values of democracy and contribute to more effective schools. 
According to section 19 of SASA, out of funds appropriated for this purpose by the 
provincial legislature, the head of department must establish a programme to: 
 Provide introductory training for newly elected governing bodies to enable them to 
perform their functions; and 
 Provide continuing training to governing bodies to promote the effective 
performance of their functions or to enable them to assume additional functions. 
Marishane (1999:59) argues that the training of SGBs remains a priority for their 
successful functioning. It is therefore the state’s responsibility to develop capacity for 
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governing bodies in partnership with other stakeholders, which will ensure that SGBs 
perform their duties and responsibilities effectively and efficiently. Adams and Waghid 
(2003:2) observe that training for school governors must include introductory training for 
newly elected governing body members every three years, before they assume their 
responsibilities, to enable them to perform their functions, as well as continuous training 
for SGB members to promote the effective performance of their functions or to enable 
them to assume additional functions. The capacity to govern is a basic challenge for 
school governance systems.  
Tsotetsi et al. (2008:385) state that the Provincial Departments of Education established 
functional units at head offices and at district levels for the training and support of SGBs. 
However, the enactment of these roles is often less than ideal. They further argue that 
the essence and effectiveness of the training that school governors receive is often 
questionable. Mabasa and Themane (2002:112) report that, among other training 
constraints, members of SGBs receive no training before they start their work. This 
manifests in problems such as unfamiliarity with meeting procedures, problems with the 
specialist language used in meetings, difficulties in managing large volumes of paper, not 
knowing how to make a contribution, not knowing appropriate legislation, feeling 
intimidated by the presence of other members who seem knowledgeable and perceiving 
their roles as simply endorsing what others have already decided upon. Low quality and 
insufficient training of SGB members, which does not fully address the core functions of 
school governance, contribute to this problem. 
According to Coombe and Godden (1996:25), SGBs need to be empowered fully and 
legally, and they need access to the information they require to allow them to assess the 
governance situation. SGB members need to know that they are in charge within a 
recognised framework of SGB participation. Special strategies to empower marginalised 
and disempowered SGBs may need to focus on re-orientating and training SGB members 
on legal aspects related to school governance. 
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2.7.2 Roles and functions of district offices in empowering SGBs 
A district education office must advance the implementation of quality education and 
improve service delivery in all educational institutions. Additional functions include: 
 Supporting school principals, school management teams and school governing 
bodies in the management, administration and governance of schools;  
 Monitoring the effective management, administration and governance of schools; 
and 
 Providing guidance to institutions on policy formulation and implementation (South 
Africa: 2012). 
2.7.3 Roles and functions of principals in empowering SGBs 
According to section 16A(2)(a-k) of SASA, the principal of a school functions in two 
capacities, namely as a governing body member and as a principal or departmental 
employee. In practice, this means that he or she should implement Provincial Department 
of Education policies when operating as a departmental employee and watch over the 
interests of the governing body, the school and the parent community when dealing with 
the Department in his or her capacity as governing body member. Beckmann (2002:11) 
notes that as professional leader, the principal should do everything expected of him or 
her to ensure that the SGB and the school’s actions are legal, fair, reasonable and 
permissible.  
It can be argued that the use of various empowerment techniques, including advocacy or 
awareness campaigns, continuous training, capacity building workshops, seminars, 
support and monitoring, could empower SGBs to produce the desired outcomes, such as 
efficient financial management and the development of effective policies. These 
empowerment methods could clarify the roles and responsibilities of SGB members and 
teach them skills that are useful in carrying out their functions.  
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2.8 CONCLUSION  
The decentralisation of power to SGBs affects the direction of schools, setting 
performance standards, accountability and the use of accountability measures. SGBs 
need to be empowered to bridge the gaps between policy intention and practice. These 
gaps manifest themselves in numerous ways, such as disputes, nepotism and bribery in 
the appointment processes, the manner in which SGBs perform their functions, SGB 
members' lack of the knowledge and skills necessary to understand departmental policies 
and financial management, conflicts and conflicts of interests. The application of the 
elements of empowerment is critical for the empowerment of SGBs. This could facilitate 
the inclusion and participation of SGB members in the education of their children. 
Furthermore, it creates a sense of ownership, particularly where parents are involved in 
decision-making, and promotes a collaborative environment conducive to teaching and 
learning. Inclusion and participation could also stimulate transformation in schools. The 
research design and methodology, population and sampling, data collection, analysis and 
interpretation, the context of the schools, and ethical consideration will be discussed in 
the next chapter. 
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CHAPTER 3 
RESEARCH METHODOLOGY 
3.1 INTRODUCTION  
In chapter 2 the conceptualisation of empowerment, key elements of empowerment, 
obstacles to empowerment, school governing bodies in South Africa, challenges of SGBs, 
training of SGBs were discussed. 
This chapter contains a description of the research method and design for this study and 
focuses on the research approach and research tools used for the collection of data. This 
study seeks to provide answers to the research problem mentioned in section 1.3, namely 
noticeable gaps between SASA policy intention and policy practice. This gap is clearest 
in the continued inequalities in the level of education, specifically skills, knowledge and 
expertise, of parent governors in particular.  
The manner in which SGBs function and carry out their duties, roles and responsibilities 
highlights the inadequacy of the type of training SGB members receive. Mayatula (2003: 
2) states that SGBs are not fully aware of the regulations governing the appointment of 
educators and that this causes disputes. The increasing number of formal and informal 
disputes arising from appointments and promotions results from misinterpretation or 
variations of Resolution 5 of 1998, which governs appointments in schools, as well as the 
competency or capacity of SGBs (South African Democratic Teachers' Union (SADTU), 
2001:9). 
In the subsections that follow, the researcher discusses the research design and 
methodology, as well as population and sampling and the data collection technique 
chosen. These sections include an explanation of data categorisation and analysis, a brief 
description of the context of the selected schools, and an outline of the ethical issues of 
the study.  
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3.2 RESEARCH DESIGN 
MacMillan and Schumacher (1993:3) describe research design and methodology as the 
plan and structure of the investigation used to obtain evidence to solve the research 
problem. A research design is the roadmap or blueprint according to which one intends 
to conduct research and achieve research goals and objectives (Barbie and Mouton, 
2001:75). The research design describes the procedures for conducting the study, 
including when, from whom and under what conditions the researcher will obtain the data 
(Barbie and Mouton 2001:75). According to MacMillan and Schumacher (1993:31), the 
purpose of a research design is to provide the most valid, accurate answers possible to 
the research questions. The researcher selected a case study approach as the research 
design used to examine the empowerment of SGBs in the King William’s Town Education 
District. 
Mothata et al. (2000:23) state that a case study comprises a qualitative detailed 
examination of one setting, one subject, one single depository or one particular event. 
According to Cohen et al. (2002:181), case studies investigate and report the complex 
dynamic and unfolding interactions of events, human relationships and other factors in a 
unique instance. Furthermore, the use of the case study method intends to capture the 
complexity of a single case (Stake, 1995: xi). By using the case study method, the 
researcher seeks to explore the phenomenon of empowerment of SGBs within their real-
life context. 
3.3 RESEARCH METHODOLOGY 
Social science research relies on two research methodologies, namely qualitative and 
quantitative methodologies. Strauss and Corbin (1990:17) contend that qualitative 
approaches to research can be broadly described as methods that produce findings not 
arrived at by statistical procedures. The validity of this type of research depends on the 
choice of methods used to collect data. Bryman (1995:3) states that qualitative research 
is valuable, as it allows its practitioners greater closeness to the people they are 
investigating, and it is less inclined to impose inappropriate conceptual frameworks on 
them.  
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Merriam (2002:21) refers to qualitative research as a mix of rich, thick description and 
interpretation, while Brynard and Hanekom (1997:29) describe it as producing descriptive 
data, possibly in people’s own written or spoken words. Generally, researchers use 
qualitative research to “answer questions about the complex nature of a phenomenon, 
often with the purpose of describing and understanding the phenomenon from the 
participants’ point of view” (Leedy & Ormrod, 2001:101). MacMillan and Schumacher 
(1993:382) add to this broad definition, noting that the qualitative method depends more 
on the “information-richness of the cases and the analytical capabilities of the researcher 
than on the sample size”. Similarly, Cohen et al. (2002:73) maintain that the purposes of 
the research determine its methodology and design. The researcher used a qualitative 
approach in this study to explore possible methods of empowering SGB members to 
prepare them for the fulfillment of their functions. 
3.4 POPULATION AND SAMPLING 
White (2005:113-114) describes a population as all possible elements that can be 
included in a research study and as any group of individuals that have one or more 
characteristics in common that are of interest to the researcher. It consists of the sampling 
frame from which a sample is selected. Stofile (2005:36) defines population as the larger 
community from which the sample is to be drawn.  
According to Maxwell (2005:87), one cannot study everyone everywhere doing 
everything, even within a single case. Sampling refers to the selection of a site and study 
population. Moreover, Leedy (1997: 211) defines sampling as the process of choosing a 
group about which one wishes to make generalised statements from a much larger 
population so that the selected part represents the entire group. Sampling involves 
selecting a number of individuals for a study in such a way that they represent the larger 
group from which they were selected. The sample consists of the selected individuals; 
the larger group is the population. In qualitative research, sampling is concerned with 
gaining access to relevant evidence about the phenomenon under study. White further 
clarifies a sample as a portion of elements in a population. Figure 3.1 below illustrates 
the relationship between population, sampling frame and a sample.  
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Source: Neuman, 2000, cited in White (2005:114) 
Figure 3.1 Illustrates the relationship between population, sampling frame and a 
sample. 
The sample for this study consisted of eight participants: two circuit managers who 
facilitate all the school-governance training sessions in the area under study and six 
participants from two schools in rural and semi-urban areas. Three participants were 
drawn from one school in a rural area and three from a school in a semi-urban area. 
These participants were the principal, an educator-governor and the chairperson of the 
SGB from each school. 
The researcher used purposive sampling, a type of non-probability sampling technique 
that allows the researcher to handpick the cases to be included in the sample based on 
the judgement of their characteristics (Cohen et al., 2002:103). As the name implies, 
purposive sampling involves choosing people or other units for a particular purpose 
(Leedy & Ormrod, 2001:206). 
3.5 DATA COLLECTION  
Because the researchers’ goal was to gauge SGB members’ perceptions, understanding 
and experiences, he used interviews as the data collection technique. The aim of the 
research was to investigate the relationship between the policy intentions regarding the 
            Population                     sample 
 
 
Sampling process 
Sampling 
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empowerment of SGBs and what was taking place at schools, and the researcher felt that 
the semi-structured interview method was best suited to this research study, as it allows 
an investigator to uncover data and insights from respondents. 
According to Atkinson et al. (2003:15), qualitative research is a highly variegated domain. 
The researcher used interviews as the qualitative data collection method in this study 
because he was interested in capturing people’s perceptions, knowledge and 
understanding of, and experiences with a certain phenomenon. Merriam (2001:72) 
recommends that a researcher interview people to find out from them those things he or 
she cannot directly observe. Thus, interviewing allows researchers to measure other 
people’s perceptions. Glesne (1999:67) describes interviewing as “human interaction with 
all of its attendant uncertainties”. Although it appears that an interview takes place 
between two persons, an interview can include one or more interviewers and additional 
participants. Interviewers ask verbal questions that participants answer in their own 
words. Gall et al. (1996:289) indicate that researchers can write interview reports as field 
notes or tape-record or videotape interactions. 
White (2003:78) as well as Mouton (2001:105) describe various types of interviews, 
including structured or closed interviews and unstructured or semi-interviews. In a 
structured interview, a schedule determines the sequence and questions, which leaves 
the interviewer with little or no freedom to make modifications. A closed interview is 
therefore a closed situation. Conversely, semi-structured interviews are open situations 
that allow interviewers greater freedom and flexibility. 
The semi-structured interview method was employed because it provides the interviewer 
with the ability to focus on the main questions while guiding him or her to stay on topic. In 
addition, the semi-structured interview offered the researcher the opportunity to ask 
probing questions that emerged from the interviewees’ responses and allowed the 
generation of new ideas that could yield richer data. The interviews focused on the roles, 
experience, understanding, issues and challenges of SGB empowerment in school 
governance. 
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According to Esterberg (2002:87), the objective of a semi-structured interview is to 
explore a topic openly and allow interviewees to express their opinions and ideas in their 
own words. Cohen et al. (2002:278) emphasise the advantages of semi-structured 
interviews. The framing of questions for a semi-structured interview considers prompts 
and probes. Prompts enable the interviewer to clarify topics or questions, while probes 
enable the interviewer to ask respondents to extend, elaborate, add to, provide detail for, 
clarify or qualify their responses, thereby addressing richness, depth of responses, 
comprehensiveness and honesty that are some of the hallmarks of successful 
interviewing.  
All participants were given the option to choose the language in which they feel 
comfortable to allow them to express themselves clearly. It was vital that all respondents 
felt comfortable with the language used in the interviews. Where necessary, the 
interviewer conducted the interviews in isiXhosa, the local language, and translated the 
interviews to English. All interviewees consented to recorded interviews and all interviews 
were recorded. Tape-recorded conversations were listen to several times and transcribed 
the collected data.   
De Vos (2000:297) notes that the literature related to face-to-face interviewing treats the 
interview as a pipeline for extracting and transmitting information from the interviewee to 
the interviewer. Therefore, individual interviews assist researchers in understanding the 
closed worlds of individuals, families, organisations, institutions and communities. The 
chairpersons of SGBs were interviewed to learn about their experiences, levels of 
education, whether they received training before, during and after elections and whether 
the training benefited them, whether they were supported and monitored in implementing 
their roles and responsibilities, and to identify challenges SGBs faced. 
The educators and principals could explain the impact of SGBs’ lack of capacity on the 
execution of their functions, the support and training the SGBs received, and the 
challenges and successes experienced in working with parent governors more clearly 
than chairpersons could. Interviews were conducted interviews to establish plans the 
schools had to develop the capabilities of the SGBs, particularly the parent component. 
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The researcher also interviewed Department of Education officials to learn about the 
Department’s ability to provide resources and knowledge, elements of empowerment of 
SGBs, and the identification and removal of obstacles in the SGB empowerment process. 
The researcher carefully prepared the interview questions to safeguard the success of 
the study. Interview questions were semi-structured because this format’s flexibility 
allowed one to “access participants’ perceptions and understanding of the world” 
(Merriam, 1998:74). Merriam (1998:76) further stresses that the way in which questions 
are worded in an interview is a crucial consideration in extracting the type of information 
desired; hence, questions were translated into participants’ native language to allow those 
who did not understand English to grasp the questions and respond with confidence. 
Language Experts verified the questions to evaluate the bias in procedure, clarity of 
questions and, where necessary, to re-phrase questions to make them easy to 
understand. 
Data management for this study entailed maintaining a master file that contained raw data 
from the transcribed interviews, field notes and audiotapes. Nine steps were followed, as 
described by De Vos (2001:343-4), to present a topical, comprehensive and scientific 
report: 
 Each transcribed interview was read carefully and compared with handwritten 
responses used as a backup in case the audiotape failed; 
 An interview transcript was chosen and read carefully. Thoughts that arose in the 
margins of the transcripts were; 
 Interviews were read carefully to make sense of what interviewees were trying to 
convey. Main thoughts were highlighted and noted; 
 Similar topics were clustered together in all the interviews; 
 Data was compared to establish themes, trends and patterns; 
 Emerging themes, trends, and patterns were identified and noted; 
 Emerging themes and patterns were cross-referenced with the research problem 
to ensure that the research did not lose focus; 
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 The themes were categorised into topics. Related topics were placed in one 
category; and 
 Materials belonging to each category were assembled in one place and coloured 
papers with codes were used to divide different categories. 
3.6 DATA ANALYSIS AND INTERPRETATION   
Merriam (2002:209) states that in case study research, data analysis consists of creating 
a detailed description of the case and its context. The researcher started with the 
transcription of interview information because the interviews provided a large amount of 
data. Each interview conducted lasted 25 to 40 minutes and was tape-recorded. The 
audio tapes were transcribed and checked against the notes taken during the interviews. 
Extensive field notes were taken to act as contingency in the event of failure of the tape 
recorder. 
Maxwell (2005:96) describes the goal of coding as “to fracture the data and rearrange 
them into categories that facilitate comparison between things in the same category and 
that assisted in the development of theoretical concepts”. The researcher coded all the 
data before breaking the information down into units of broad themes that emerged from 
the questions asked and the participants’ responses. As proposed by Barbie (1998:45), 
the researcher searched the collected data for common trends, perceptions and opinions 
related to the performance of SGBs’ roles and responsibilities compared to policy 
intensions as well as the effect this has had on teaching and learning.  
3.7 CONTEXT OF SCHOOLS THAT WERE SELECTED 
Case studies were conducted on two schools, one in a rural area and the other in a semi-
urban area, in the King William’s Town Education District of South Africa’s Eastern Cape 
Province. The schools lie in a former homeland. The majority of students who attend 
these schools come from poor families; some of their parents are unemployed and 
depend on social grants. Moreover, these schools have similar characteristics in that they 
lack educational resources such as libraries and laboratories. Some children live far from 
their schools and have to walk several kilometres to and from school. According to the 
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Demographic Profile of South Africa (1999:1), these populations were removed from the 
education, training and employment opportunities present in urban areas and improving 
non-urban populations’ access to such opportunities remains a challenge for the 
education system 
Although the schools are not far from the city, they are rural in character. School A is a 
primary school situated 10 kilometres from King William’s Town and School B is a high 
school situated 32 kilometres from this town. The schools serve extremely poor 
communities with low levels of education. The educational background of SGB members 
plays an important role in determining individual members’ level of participation in school 
governance affairs. Heystek (2004:7) argues that for the SGB parent component to be 
able to implement the expected policy intentions and perform its roles and responsibilities, 
SGB members must have the ability to read and understand policies. Therefore, SGB 
members need to be educated to deal with complex issues and fulfil governance-related 
tasks.  
3.8 ETHICAL CONSIDERATIONS 
Ethical issues are significant in every research project. It is therefore imperative that the 
researcher considers the potential effects of the research on the participants. Bassey 
(2002:110) claims that the closer one comes to the people being studied, the more 
important it is to ensure that they are willing to be studied and that what they say or do is 
reported in such a way that it is not prejudicial to their best interest. Before commencing 
each interview, the researcher provided participants with a brief description of all ethical 
concerns, clarifying the purpose of the research and explaining the research protocol, 
which clearly states the participants’ rights to voluntary involvement in and withdrawal 
from the research at any time. According to Cohen et al. (2002:51), the participant has 
the right to refuse to take part or to withdraw from the research at any time. In addition, 
the researcher conducted the interviews in a language the participants understood.  
Participants’ confidentiality and anonymity were guaranteed. Cohen et al. (2002: 61) point 
out that the essence of anonymity is that information provided by participants should in 
no way reveal their identity. Cohen et al. (2002:62) further suggest that there is 
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expectation on the part of most potential respondents that confidentiality be protected. All 
the names of participants were changed to pseudonyms in the data presentation for 
safety and confidentiality reasons and stored the data securely. Ethics clearance was 
sought from the Nelson Mandela Metropolitan University and obtained interviewees’ 
permission to use a tape recorder before interviews took place. 
3.9 LIMITATIONS OF THE STUDY 
Challenges were experienced in the translation of isiXhosa to English and had to listen to 
the taped interviews several times to transcribe them fully. In addition, limited literature 
on the empowerment of SGBs exists. The availability of interviewees was also 
challenging and there difficulty in reaching participants to hear their views and 
perceptions. There was no adequate time to follow up on the interviews. 
  
57 
 
3.10 CONCLUSION   
This chapter provided an overview of the research design and investigated several issues 
related to the research design and methodology and the way this study conducted. It 
included a discussion of the qualitative approach and the theoretical basis of qualitative 
research used in this investigation as well as an explanation of the data collection 
technique and methods, specifically in-depth, individual, face-to-face semi-structured 
interviews. Sampling procedures were explained in detail, and the ethical issues were 
discussed. The next chapter will focus on the presentation and analysis of data.  
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CHAPTER 4 
DATA ANALYSIS AND INTERPRETATION 
4.1 INTRODUCTION 
Chapter 3 contains a description of the research method and design for this study and 
focuses on the research approach and research tools used for the collection of data. This 
study seeks to provide answers to the research problem mentioned in section 1.4, namely 
noticeable gaps between SASA policy intention and policy practice. This gap is clearest 
in the continued inequalities in the level of education, specifically skills, knowledge and 
expertise, of parent governors in particular. Population and sampling, data collection, data 
analysis and interpretation, context of schools that were selected and the ethical 
considerations were discussed. 
This chapter focuses on the presentation, interpretation and analysis of the results of the 
qualitative data collected in the Department of Education in King William’s Town. The 
objectives of this study were to identify the challenges of the SGBs; to highlight the effects 
of the lack of capacity of the SGB members; to determine methods of empowerment that 
can be utilised to empower the SGBs and to make recommendations on the 
empowerment of the SGBs. 
Chapter 4 consists of two sections: Section A contains a discussion of the recruitment of 
SGB members, members’ levels of education, members’ knowledge of SGBs' roles and 
responsibilities, extension of the term of office, nepotism and bribery, and empowerment. 
Section B addresses the challenges faced by SGB members during and after training 
sessions, SGB members’ lack of educational insight, the inaccessibility of information and 
resources, the difficulty of SGB members to voice or articulate their feelings about 
governance issues, the language used in servicing the SGBs, inadequate funding of 
training programmes, illiteracy, management of finances, and teamwork.  
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4.2 PRESENTATION AND ANALYSIS OF DATA 
The themes the researcher discusses were derived from the interview schedules or 
questions. For the sake of anonymity, the schools are referred as to School A and School 
B. The section that follows contains selected interview questions and summaries of 
respondents' answers. The researcher used these responses to highlight issues related 
to the themes of this study.  
4.2.1 Empowerment of SGBs 
This section presents the data regarding the empowerment of SGBs collected from the 
respondents. It includes information about the experiences, levels of education, 
knowledge and training of members of these bodies.  
4.2.2 Experience with and understanding of SGB portfolios  
The participants were asked how long they had been SGB members and whether they 
had been members in previous SGB cycles. The SGB chairperson from School B was an 
SGB member for the first time and complained that policies were difficult to understand. 
Although policy prohibits the school principal from being the chairperson of SGB 
meetings, the participant needed the assistance of a teacher or the principal to perform 
his duties.  
The chairperson from School A had been an SGB member in the previous SGB cycle and 
emphasised that the chairperson requires experiences and skills and a broad 
understanding of educational issues to chair meetings properly. If not, the principal and 
teachers correct the chairperson repeatedly. The principal of School B pointed out that 
principals are ex-officio members and complained that he or an educator, instead of the 
chairperson from the parent component, had to chair the meetings to make progress, 
although they knew that this violated SASA protocols.  
4.2.3 Level of education of SGBs 
When asked whether there was an emphasis on the level of education of the parent 
component in the election advocacy campaigns, District Officials responded that, 
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“according to section 23 of SASA, 1996 (Act 84 of 1996), parents of learners at the school, 
educators at the school, members of staff at the school who are not educators (for 
example, a clerk or cleaner), and learners, if the school has an eighth grade or higher 
grades, are eligible for elections”. They felt that parents’ poor educational background 
was the most significant cause of problems SGBs faced. These problems include reading 
and understanding SASA and Department of Education policies, policy formulation and 
implementation, managing finances and performing a supervisory role. Furthermore, 
teachers from both schools pointed out that due to their poor educational background and 
lack of understanding of education issues, parent governors did not really understand 
their roles and responsibilities; as a result, they didn’t successfully fulfil their roles and 
responsibilities.  
To gain greater insight into this issue, the participants were asked which criteria schools 
had used to elect SGB members. The principals of both schools stated that the availability 
of learners’ parents is the main criterion used. One district official recounted that: 
 “Emphasis on the level of education as a requirement is critical because it is 
strenuous to empower elected parents of learners who have not gone to 
school whilst one knows that there are educated people in the community. 
The SGB should reflect the cross section of the community so that parents 
learn from one another”.  
The teacher from School A claimed that some members of the SGB had difficulties 
reading questions during the interview of a principal, and confirmed that “they are unable 
to read and write”. According to the chairperson of School A, the majority of parents had 
not attended school. Even those who started left school during the lower grades. As a 
result, they are unable to read and write. The SGB chairperson from School B supported 
this view and added that the majority of parent governors more especially in rural areas 
did not go to school and some dropped out early as a result they are too shy to participate 
in meetings and workshops.  
Parents had no opportunities to have learnt during pre-and post-apartheid regarding 
education. Parents’ age is another interesting factor that provided another dimension and 
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that inhibits empowerment. There should be opportunities like Adult Education and 
Training (AET) Centres, projects focusing on Adult literacy, Cooperatives, community-
based organisations etc. established to close the gap of literacy. 
Almost all teachers who participated in this study claimed that parents’ low levels of 
education were the main cause of difficulties, such as a lack of participation in decision-
making and discussion in meetings and difficulties with policy formulation and 
implementation. Teachers further revealed that due to parents' low levels of education 
and lack of understanding of education issues, parent governors did not properly 
understand and fulfil their roles as SGB members. A teacher from School B identified 
parents' poor educational background as a constraint that denies them the opportunity to 
participate fully.  
4.2.4 Knowledge of the roles and responsibilities of SGBs 
Participants were asked whether SGB members have the knowledge required to carry 
out their roles and responsibilities. A principal responded that:   
 “The majority of SGBs assume office with little or no knowledge of their roles 
and responsibilities because the Department of Education does not audit 
thoroughly the needs of the SGBs before training. The Department of 
Education does not give itself enough time to conduct advocacy and 
induction thoroughly”.  
The educator from School A stated that SGB members depend solely on the principal for 
guidance, support and training. If the principal fails to provide this, the teacher component 
dominates decision-making. The educator from School B mentioned that SGB roles and 
responsibilities are similar to those of the school management team, which makes it 
difficult to distinguish between these roles, even for educators, and causes conflict.  
According to the SGB chairperson from School B, the district officials provided them with 
a lot of information in a short time, which makes it difficult to implement guidelines 
provided in the training session upon their return to school. Moreover, the district officials 
failed to monitor their progress and follow up at school level. The SGB chairperson from 
62 
 
School A agreed and added that intensive training should commence before SGB 
members begin implementing their roles and responsibilities “so parents know if they are 
going to meet the SASA expectations”. The principal of School A was concerned about 
the parent component's lack of understanding of the SGB’s roles and responsibilities: 
“When SGBs are elected, we do not look at the level of their education but at the 
requirement of a parent as having a child at a particular school”.  
Educators indicated that parent governors’ lack of basic knowledge and understanding of 
education issues and SASA, and their low levels of education slows progress and may 
cause unnecessary conflicts and misunderstandings between SGB members. The district 
officials highlighted that parents felt intimidated by educators who dominated meetings 
and seemed more knowledgeable than parents were due to their levels of education and 
positions as educators. This often led to parents withdrawing and no longer participating. 
One official pointed out that: 
“It becomes difficult to train the parent component with grade two with anyone 
who passed grade twelve. The one with grade two will be overwhelmed by 
the information and training materials provided in a training session whilst 
the one who passed grade twelve easily understand and ask questions 
where possible”. 
Educators from both schools confirmed that “parent governors sometimes take over 
authority from the principal and confront teachers about their (teachers’) professional 
duties instead of enquiring what they do not know through the principal.” Both principals 
complained about parent governors causing conflict between parents and educators and 
between principals and educators by overstepping their sphere of responsibility. 
Educators felt principals allowed parent governors to confront them about professional 
issues.  
4.2.5 Training of SGBs 
The researcher asked the district officials how they identify SGB training needs. 
According to one official, they simply follow their programme and do not asses SGB 
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members’ training needs. The other official stated that principals sometimes identify 
specific training needs. This helps officials to tailor the depth and level of their 
presentations to match the levels of the SGB members because SGBs are always diverse 
groups consisting of people with different capacities and levels of education.  
The chairpersons were asked whether they received any training before assuming their 
duties. None of the respondents received thorough training before assuming their duties. 
They identified the lack of quality training for SGB members as one of the main challenges 
hindering the effective participation of all parents in the SGB. Some, not all, parents 
received training, and the workshops did not include all SGB members. This led to 
disparities in SGB members’ abilities to understand the issues at hand. Moreover, 
according to principals and teachers, training only SGB executives (chairperson, 
secretary, treasurer and principal) resulted in gaps between the parent members. The 
SGB chairperson of School A complained that the SGB executives were trained at cluster 
level, twice during three years. Training sessions lasted a day, and attendees were 
expected to absorb a great deal of information within a short period.  
The principal of School B stressed that most SGB members, particularly parent 
governors, did not understand their roles and responsibilities. The principal ascribed this 
to the intensity of the training programme and members’ different levels of literacy and 
education. The district officials argued that the induction-training programme was 
ineffective due to the majority of parents being below par in terms of their levels of 
education, particularly in comparison to educators and principals. Furthermore, austerity 
measures in the Department of Education limited SGB training to one session in addition 
to the induction programme.  
Interviewees were asked whether they were given an opportunity to participate during 
and after training. The chairpersons of both schools complained that district officials, 
teachers and principals used English throughout the training sessions and that the 
materials provided were also in English. The use of English causes them to “simply keep 
quiet and observe passively”. The principals and educators from both schools felt that 
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they were given opportunities to participate, but that the material presented was 
problematic: 
“What is presented to us as educators is not new i.e. if you talk of a budget 
we know what a budget is and how it looks like. To the parent component, 
you have to go out of your way explaining and showing them how it looks like 
before you proceed. As teachers, we have been exposed to these issues 
during our schooling and in our professional careers. We have to learn 
conceptual understanding. The parent component meets the majority of 
governance issues, if not all, for the first time. The translation of English 
language into IsiXhosa is not enough for the SGB component. There are no 
documents written in all official languages for them to read and understand 
the governance issues. Hence the documents are kept in the principal’s 
office”. 
District officials were asked why parent governors do not participate during and after 
training. The officials claimed that the material they receive is written in English, and that 
presentations are done in English and translated into isiXhosa. Offering the presentation 
in English deters the parent component from participating. They felt that “[it] is better with 
educators and principals because [it takes] little time to explain the activity”. As discussed 
in Chapter 2, language is the most important means of communication. The data collected 
revealed that some SGBs cannot implement SASA policy successfully due members' lack 
of linguistic skills in English. Mathonsi (2001:4b) contends that languages, especially 
indigenous ones, are being rated and graded against the language of power, which is 
English.  
To follow up the issue of language, the researcher asked the chairperson of School B 
how the use of English inhibited her functioning as an SGB member. She indicated that 
the majority of the parent component does not understand English. These comments 
indicate that training SGB members who understand little or no English poses a problem. 
The principals of both schools confirmed that the Department of Education provides 
governance materials for schools in English, which results in parent governors returning 
the books and material, which ends up stored in the office.  
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The practice of providing training for SGBs in mainly English marginalises many African 
language speakers (DoE, 2004:61a). In the report of the Review Committee on School 
Governance (DoE 2004:62b), mention is made of parents complaining that the extensive 
use of English inhibits the participation of many black parents in school governance. All 
circulars are always written in English and most parents have difficulty expressing their 
views in English.  
4.2.6 Extension of the term of office  
According to Section 31(1) of SASA, the term of office of a member of the SGB other than 
a learner may not exceed three years. Participants were asked whether they thought they 
would perform all their roles and responsibilities in their cycle and terms of office, given 
the slow pace of completing tasks. The principal of School A complained that the term of 
office for office bearers is too short. Some SGB members serve for only a year because 
they are ineligible for re-election when their children leave school. There is a tendency to 
elect parents whose children are completing senior grades at school. School B’s principal 
added that this created a problem with SGB training because “when the parents begin to 
gain expertise, their membership expires as their children leave school or move to other 
schools”. This principal further indicated that: 
 “We understand section 31 of SASA, (84 of 1996) that says the term of office 
for office bearers may not exceed one year and the office bearer concerned 
may be re-elected or co-opted but other office bearers, in particular 
chairpersons, feel that it is demotion to be re-elected as secretary or 
treasurer depending on the expertise one has. It is worse with co-option 
because their children are no longer at the school … parents do not want to 
be ordinary members.” 
4.2.7 Recruitment of SGBs  
Participants were asked what criteria had been used to elect members of the SGB. The 
chairperson of School A indicated that the availability of the parent was the only criterion, 
while the chairperson of School B stated that “the electoral officer said any parent who 
stays with the learner is eligible for elections”. The district officials agreed that not 
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including level of education in the criteria complicates the empowerment of SGBs 
because parents simply elect members based on their availability. The principals of both 
schools indicated that SGB members have low levels of education or are uneducated. 
Educators felt that parents do not understand the enormity of the tasks they are going to 
face, in the sense that SGB members require a certain level of knowledge and education, 
when they are recruited. 
To ensure and promote effective performance of governance functions, a balance of basic 
knowledge and basic knowledge of education policies is required as one of the criteria for 
SGB elections. The Rural communities do not consist of only illiterate people. There are 
literate people, but advocacy is lacking and election criteria do not include basic 
knowledge, a certain level of education and literacy skills as requirements. Currently, the 
election of the parent component is based on the availability of parents, which limits the 
likelihood of effective governance. 
4.2.8 Nepotism and bribery 
Mgoduka (2004:4) argues that only those who are known to the members of the 
interviewing committee are appointed and that SGBs are involved in nepotism. Similarly, 
Ngceba (2002:1) claims that the appointment of educators in the Eastern Cape hinges on 
favouritism and calls for an end to nepotism and bribery.  
Participants were asked to indicate their understanding of nepotism and bribery in 
schools. The chairperson of the SGB of School B stated that SGB members practice 
nepotism through scoring during interviews, giving good quality candidates low marks to 
“push through their own candidates”. The SGB chairperson of School A had similar 
complaints and added that some SGB members accept bribes from candidates before 
the interview process commences. Candidates visit SGB members at home to offer them 
gifts, leaving them feeling pressured to appoint them. This is especially true of candidates 
who are members of the community in which the school is situated.  
It is evident from the data analysis that some governing bodies practise favouritism and 
nepotism. Both principals perceive interviews as a mere formality, and interviews have 
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lost their value because some SGBs recommend only educators known to them. They 
earmark candidates and assure them of the posts before the school advertises the posts. 
In addition, candidates and union observers declare disputes if they are dissatisfied. 
According to educators from both schools, SGBs fail to follow interview procedures 
because they want to appoint applicants from the local community, even if the applicants 
do not qualify for the posts advertised.  
4.3 CONCLUSION 
In this chapter, the analysis and interpretation of data were presented and discussed. It 
was established that the recruitment strategy is the main problem in the empowerment of 
SGBs. The criteria for SGB elections do not include the basic knowledge, skills and levels 
of education required for effective governance, especially in the parent component. It 
focuses on the availability of the parents of children in a particular school. This may be 
attributed to a lack of understanding of roles and responsibilities because there is a subtle 
difference between parent governors' roles and responsibilities and the roles and 
responsibilities of professional management. The literacy levels of the majority of parents 
elected to SGBs impede members’ understanding of their roles and responsibilities. The 
summary of findings, recommendations and conclusion will be discussed in the next 
chapter. 
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CHAPTER 5 
SUMMARY, FINDINGS, RECOMMENDATIONS AND CONCLUSION 
5.1 INTRODUCTION  
The presentation and analysis of data were discussed in the previous chapter. This 
chapter provides a summary of the chapters and findings, recommendations and 
conclusion based on the data collected. The devolution of decision-making authority and 
responsibility from the Department of Education to schools through the establishment of 
SGBs effected changes in the governance of schools after 1994. Therefore, parent 
participation in activities outside the classroom, democratic processes in school decision 
making and transparency in carrying out SGB functions should be increased. The 
following section contains a brief summary of the preceding chapters followed by the 
findings, recommendations and conclusion. 
5.2 SUMMARY OF THE CHAPTERS 
Chapter 1 contains a discussion of the background of and rationale for the study as well 
as the literature review, research problem, research objectives, significance of the study, 
delimitation, research design and methodology, population and sampling, data gathering 
technique, data analysis and interpretation, ethical considerations and chapter outline. 
In Chapter 2, empowerment is conceptualised and the four key elements of 
empowerment, namely access to information, inclusion and participation, accountability 
and local organisational capacity, and obstacles to empowerment. A discussion of school 
governance including the challenges SGBs face, roles and functions of education district 
offices in empowering SGBs, and the roles and functions of principals in empowering 
SGBs follows. 
Chapter 3 contains a description of the research design and methodology. A qualitative 
approach was used because it seeks to explain the participants’ life and worldviews. The 
chairpersons, principals and educators were chosen from the selected schools as well as 
district officials to participate in this research study. Face-to-face semi-structured 
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interviews were used to collect data. The chapter concludes with an outline of ethical 
considerations. 
Chapter 4 focuses on the presentation of analysed data and interpretation of the research. 
Chapter 5 contains a summary of chapters, suggestions for further research, a discussion 
of the findings, recommendations and conclusion. 
5.3 FINDINGS 
The lack of capacity of the SGBs raised questions on their ability and authority to assume 
their legal roles and responsibilities and to successfully implement the education policies 
in creating the purported teaching and learning. The majority of the SGBs in King William’s 
Town Education District are grossly grappling with the lack of basic knowledge 
governance skills as a result that impact negatively on the general functioning of the 
schools. 
The majority of the School Governing Body members, particularly those in the rural and 
less advantaged urban areas find themselves in this important body through the 
nomination and elections without exactly knowing what is expected of them because there 
was no intensive advocacy programme. There is a big gap in having a clue of knowing 
their roles and responsibilities and the SGBs basic knowledge of the understanding the 
departmental policies. 
The election criteria as it stands do not address the factors required to empower rural and 
historically disadvantaged communities SGBs fully because it focuses on the parents of 
the learners present in the nomination and election meeting. The criteria seem to 
emphasize numerical representation more than particular skills, basic knowledge, ability 
and expertise.  The majority of the working parents are in the big cities and towns. Only 
the grandparents left with the children in the above mentioned areas. There is no 
emphasis on the basic knowledge and skills and level of education the candidate should 
have in order to be nominated and elected. There is a need to provide purposeful 
guidelines on the recruitment and election of knowledgeable and skilful SGB members 
70 
 
and that this should be supplemented by a vigorous training to harmonise the various 
skills, expertise and knowledge of the SGBs for effective school governance. 
The findings revealed that in schools where SGBs lack empowerment in school 
governance principals find it difficult to manage the school because there is low level of 
attitude of SGBs in fulfilling their functions and there are a higher demand principals and 
District Officials have to provide basic training to the SGBs.  
The finding revealed that illiteracy is one of the obstacles to empowerment.  Illiteracy is 
more pronounced in rural areas and township schools, where schools are less able to 
recruit governors or find governors with the required knowledge, skills and expertise.  
The finding also revealed that the SGBs find it difficult to access the information due to 
the fact that the reading material provided by the District Office is not enough as a result 
it is found in the principal’s offices. It is also difficult to access information due to the fact 
governance reading materials are written in English. 
The three-year period is too short for the majority of SGB members, who have low levels 
of education, no basic knowledge or skills and lack educational insight in terms of the 
departmental policies, and to comprehend the SASA mandate. If the SGB member’s child 
exits the last grade in the school, the membership expires. If SGB members relocate, 
dies, resigns bi-elections has to take place. The new member/s have to join the SGB, 
when trying to grapple with the SASA mandate, the cycle expires. 
Findings revealed that SGBs, Principals and Educators, and District Officials are much 
concerned about the effect of SGBs’ lack of capacity on the governance of the schools in 
King William’s Town Education District. There is no circuit team comprised of principals 
established to capacitate, train, monitor and support SGBs. Few number of SGB 
members are trained in the empowerment workshops organised due to the lack of the 
training resources.  
Noting that the District office has no capacity and capability in terms of human and 
material resources, it is difficult to do follow up training and support in terms of school 
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visits so as to observe the SGBs functionality in meetings, governance work, practices 
and documents they use, and accountability.  
The circuit in the district is supposed to have its own SGB Coordinator not one SGB 
coordinator for so many circuits in the district. There is also lack of resources equipment 
and materials for use in the workshop. One cannot keep parents more than three hours 
without catering if you need the success of the workshop. The findings revealed that 
continued monitoring and support programme for SGBs is not provided. 
5.4 RECOMMENDATIONS  
There is an awareness of the importance of empowering the parent component serving 
on SGBs, especially those parents who lack basic education. The perception that SGBs 
do not fulfil their obligations may be attributed in part to a lack of knowledge of critical 
governance aspects such as budgeting, financial management, recording and reporting, 
and the development and implementation of school policies. SGB members need to be 
empowered to be able to perform their duties efficiently and effectively. The following 
section provides recommendations for the empowerment of SGBs in selected schools in 
the King William’s Town Education District.   
Recommendation regarding advocacy 
It is recommended that the Department of Education invest significant resources in 
community advocacy campaign programmes to ensure that community members know 
in advance what is expected of them to allow them to elect school governors who are 
capable of being.  
Recommendations regarding reviewing election criteria 
Department of Education should review and amend election criteria because criteria 
should be specific and address the issues required for full empowerment. Election criteria 
should be reviewed and amended to include a certain minimum level of education and 
specific knowledge and skills as requirements for serving on SGBs. Revised election 
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criteria for SGBs with the above-mentioned inclusions will ensure that SGBs assume their 
functions, roles and responsibilities with authority and confidence. 
Recommendations regarding extension of term of office 
It is recommended that the three-year cycle should be extended to a five-year cycle 
similar to that of the South African national elections for the SGBs to have adequate time 
to comprehend with the SASA mandate. The three-year period is too short for the majority 
of SGB members, who have low levels of education, no basic knowledge or skills and 
lack educational insight, to have the understanding of the SASA mandate. 
Recommendations regarding empowerment of school governing bodies 
It is recommended that:  
 All SGB members should be encouraged to attend regular training workshops on 
governance;  
 Principals and other officers of the Department of Education should be empowered 
to have capabilities and capacity (have enough capacitated human and material 
resources) to provide sustainable empowerment programmes that allow them to 
render all the necessary assistance to train their SGBs in the performance of their 
functions as per section 19(19)(2) of SASA; 
 The Department of Education increase its SGB empowerment efforts to close the 
gap between SASA policy intention and policy practice for effective and efficient 
performance; 
 The Circuit or District Office should facilitate training programmes for all SGBs but 
not for a certain number of attendees per session. The Department should 
increase funding for training to cater for all SGB members in a school. Training 
only a few SGB members due to austerity measures creates inequality in 
members’ knowledge levels;  
 SGB members are at different levels in terms of basic knowledge, understanding, 
skills and level of education, which makes universal SGB training programmes 
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ineffective. Therefore, an audit of SGB members’ needs should be conducted 
before training takes place; and 
 The Department should design different levels of training but start with the one 
which is very basic.  
 SGB training programmes should be needs driven and tailor-made to fit the 
requirements of the local school community, particularly in rural and semi-urban 
settings. Such training sessions should be relevant, easy to assimilate and 
motivating to the targeted group.  
Recommendation regarding determination of training programmes 
Currently, the onus lies on the presenter of the training programme to determine areas in 
which SGB members lack knowledge and competencies before embarking on any formal 
training programme.  
District officials should also focus on: 
 Recruitment, induction, training, and the support and retention of school governors; 
 Empowerment programmes including training, support and networking, pupil self-
government and parent activities (Maile, 2002:330). 
It is recommended that SGB members receive training on simple and user-friendly 
financial management and procurement processes to assist them in understanding 
financial management and other aspects of their functions, roles and responsibilities. In 
addition, simplified training and user-friendly guides and materials should be written in all 
languages to allow trainees to read and comprehend the materials provided. In 
heterogeneous training groups, facilitators should use translation and code switching to 
cater for all participants. Alternatively, training could be provided in the vernacular 
language.  
Recommendation regarding access to information and resources 
There is a general complaint that governance documents are kept in principals’ offices 
and are unavailable to SGB members. Documents should be accessible to all members 
of the governing body and should be written in all eleven official languages to allow all 
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SGB members to read and understand them. After training, the principal usually receives 
a copy of the documents. If there are not enough copies for all members of the SGB, 
school funds should be used to pay for additional copies to ensure that all SGB members 
have access to documents. 
It is recommends that SGB members should receive training on different education 
policies to improve their understanding and enhance their ability to link related policies 
when developing school policies. For example, when SGBs decide policies regarding 
school times, they should be mindful of the Employment of Educators Act of 1998 that 
states that educators should be at school for a minimum of seven hours. 
Recommendation regarding promoting accountability 
Section 18(2)(a) of SASA states that the SGB should meet at least once a quarter, which 
should be provided for in each SGB's constitution. SGBs should hold a minimum of two 
meetings a month, one at the beginning and one at the end of the month, for planning, 
implementation and reporting. This will improve accountability by focusing on the key 
elements of ‘giving account’ and ‘holding to account’.   
For improved accountability, it is recommended that each circuit in a district should have 
at least one departmental official responsible for governance available to support and 
monitor SGBs in cluster schools or individual SGBs after each training session. 
Furthermore, it is recommended that the decision-making process should be based on 
methods such as brainstorming, mind mapping etc. A consensus decision-making 
process should be encouraged instead of voting that results in split decisions. 
It is further recommended that parent components of SGB be made aware that they have 
power as an authority on governance matters as devolved by the state through section 
23(9) of SASA, which states that the parent component of a governing body must consist 
of one member more than the combined total of other members with voting rights. So the 
parent component must not defer the decision-making process to the principal and staff. 
Furthermore, the school belongs to the community the SGB represents.  
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Recommendation regarding the election of interview panels 
When new candidates must be appointed, SGBs are required to elect interview panels, 
which consist of two educators and three parents from the SGB. In cases where the 
parent component of the SGB is illiterate, it is recommended that the SGB should co-opt 
community members with the expertise and basic knowledge required to serve on the 
interview panel.  
Recommendation regarding the observer status of district officials in sgb meetings 
It is recommended that district officials should attend and be part of some SGB meetings 
as observers to support, monitor, entrench and develop democratic practices and 
eliminate undemocratic tendencies. This also serves to balance power between principals 
and other SGB members. The observer status of the district officials in meetings could 
also boost the confidence of the parent component and eliminate intimidation and 
domination by the teacher component. 
5.5 SUGGESTIONS FOR FURTHER RESEARCH 
The value of case studies lie in their ability to provide insights that may be pursued in 
subsequent studies. Thus, the researcher has identified several potential areas as fertile 
ground for further research and suggests that the following proposals be considered for 
future research:  
 The impact of workshops on SGBs; 
 The effectiveness of the SGBs of public schools; and 
 The environmental forces under which rural schools operate that are both 
beneficial and detrimental to empowerment. 
5.6 CONCLUSION 
In conclusion, SGBs in South Africa have been established relatively successful in the 
sense that the overwhelming number of public schools, if not all, in the country has elected 
properly constituted SGBs. The study demonstrated adequately that there is still a wide 
gap between the policy mandate practice and functioning of the SGBs.  The research 
76 
 
study has demonstrated that the SGBs in the rural and semi-urban environments have 
unique challenges that widely differ from those in the urban areas. The social constraints 
that contributed to state of SGBs in the King William’s Town Education District were 
highlighted. The past and present socio-economic conditions in the rural and semi-urban 
areas have contributed in the parents’ low academic achievements. Reference has been 
made to the cultural dimensions that influence the effective contribution of parents on the 
SGBs. For these parents to make a meaningful contribution to governance of the schools 
is a challenge that will remain with the rural communities for a period of time. The research 
has proposed few interventions and recommendations from the findings. The research 
will assist the Department of Education to solve problems relating to the malfunctioning 
of the school governing bodies in the King William’s Town Education District in particular 
and in the Department of Education in the Republic of South Africa in general. The 
research adds value to the empowerment of the school governing bodies. 
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APPENDICES 
 
ANNEXURE A: LETTER REQUESTING PERMISSION TO CONDUCT RESEARCH 
Erf 5576 Gasela 
Stutterheim 
4930 
12 March 2013 
The Superintendent General 
Department of Education 
King William’s Town District 
Steve Vukile Tshwete Building 
Zwelitsha Eastern Cape 
 
Dear Sir 
PERMISSION TO CONDUCT RESEARCH IN KING WILLIAM’S TOWN EDUCATION 
DISTRICT 
I am currently registered with the Nelson Mandela Metropolitan University for a Masters 
Degree in Public Administration (student number 210251409). As part of the requirement 
for the degree, I am required to research a proposed topic of my choice, which is: 
 “The empowerment of school governing bodies in selected schools in the King 
William’s Town Education District” 
I hereby request to interact with officials outside schools time on issues related to the 
empowerment of SGBs in schools. I will uphold research ethics by maintaining anonymity 
of all the participants in the study. 
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On completion of this study, I will make a copy available to the Department of Education 
for your attention because I believe that the findings and recommendations of the 
research will benefit the Department in many ways. 
I look forward to your feedback in this regard. 
Yours truly, 
 
ZSronoti 
Mr Zamikhaya Sydwell Ronoti 
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ANNEXURE B: PERMISSION TO CONDUCT RESEARCH 
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ANNEXURE C: INTERVIEW QUESTIONS TO THE PRINCIPALS AND EDUCATORS 
1. What is your position in the SGB? 
2. How long have you been holding this position in this committee? 
3. How long have you been in this committee? 
4. Why were you elected into the SGB? 
5. What is the level of education required for one to be an SGB member? 
6. Were you trained before you assumed the duties as the SGB member?  
7. What challenges do SGBs encounter during and after their training? 
8. Did you benefit from the training? Yes or no? 
9.  If no, what were your expectations on the training? 
10. Which area or areas do you still need training on? 
11. How often do you empower your SGB in your school?   
12. Do you know that it is you responsibility to empower the SGB in your school?  
13. Which areas have you identified for your SGB to be empowered on?  
14. Which language was used in the material distributed if any? 
15. Do you think the SGB training empowered you to contribute to the school 
governance?  
16. Do you think that members of the SGBs should be trained? 
17. How effective and efficient the governance training programme is in your 
school? 
18. What do you think are the challenges facing the SGBs in your school? 
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ANNEXURE D: INTERVIEW QUESTIONS TO THE DISTRICT OFFICIALS 
 
1. What is the level of education required for one to be an SGB member? 
2. Was there an SGB election advocacy campaign meeting held before the actual 
nomination meeting? 
3. Was there an emphasis on the level of education of the parent component in the 
election advocacy campaigns?  
4. Do SGBs have capacity to carry their responsibilities? 
5. If not, which areas they need to be capacitated on? 
6. What impact do their education and capacity levels have on their functioning? 
7. Did you provide training ever since SGBs have been elected into office? 
8. Do you think these training sessions have positive influences on the functioning of the 
SGB? 
9. If not, what do you think could be the challenges? 
10. Have conducted the audit of empowerment needs from the SGBs? If yes what are the 
needs? 
11. Which areas do you think the SGBs should have been trained on? 
12. In your opinion, what challenges are faced by the principals whose SGBs lack the 
necessary capacity to perform their duties? 
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ANNEXURE E: INTERVIEW QUESTIONS TO THE SGB CHAIRPERSONS 
 
1. How long have you been the chairperson of the SGB? 
2. Were you the member of the SGB before you became the chairperson?  
3. If yes, how long have you been a member? 
4. As SGB members are you employed? 
5. What is the level of education required for one to be an SGB member? 
6. Were you trained before you assumed the duties as the SGB 
member/chairperson?  
7. What challenges do SGBs encounter during and after their training? 
8. Did you benefit from the training? 
9. If no, what were your expectations on the training? 
10. Which area or areas do you still need training on? 
11. Who was the facilitator or who was giving the training? 
12. Were you given an opportunity to participate or you were just listening?  
13. Which language medium was used in the training workshops? 
14.  Which language was used in the material distributed if any? 
15. Do you think the SGB training assisted you to contribute to the school 
governance?  
16. What do you think are the challenges facing the SGBs in your school? 
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ANNEXURE F: INTERVIEW QUESTIONS TO THE PRINCIPALS AND EDUCATORS 
 
1. What is your position in the SGB? 
2. How long have you been holding this position in this committee? 
3. How long have you been in this committee? 
4. Why were you elected into the SGB? 
5. What is the level of education required for one to be an SGB member? 
6. Were you trained before you assumed the duties as the SGB member? 
7. What challenges do SGBs encounter during and after their training? 
8. Did you benefit from the training? Yes or no? 
9. If no, what were your expectations on the training? 
10. Which area or areas do you still need training on? 
11. How often do you empower your SGB in your school?   
12. Do you know that it is you responsibility to empower the SGB in your school?  
13. Which areas have you identified for your SGB to be empowered on?  
14.  Which language was used in the material distributed if any? 
15. Do you think the SGB training empowered you to contribute to the school 
governance?  
16. Do you think that members of the SGBs should be trained? 
17. How effective and efficient the governance training programme is in your School? 
18. What do you think are the challenges facing the SGBs in your school? 
95 
 
ANNEXURE H: LANGUAGE PRACTITIONER. 
 
Date: 28 October 2014  
 
Dear Sir or Madam,  
Declaration by Language Practitioner  
I, Jana Marais, declare that I possess the qualifications and experience required to review 
the language used in a treatise.  
I have checked the treatise prepared by Zamikhaya Sydwell Ronoti and made 
recommendations he can choose to accept or reject.  
I certify that the language usage in the edited document complies with accepted Standard 
English usage and academic writing requirements.  
Yours sincerely,  
Jana Marais  
076 1146 943  
janalmarais@gmail.com 
 
